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Teacher preparation has been the center of educational reform in the United States
for many years. A review of literature proposes that many universities are addressing the
educational challenge of developing stronger teacher preparation programs by
collaborating with neighborhood schools to implement field-based teacher preparation
programs. To improve programs of this nature, the experiences and perceptions of
graduates who participated in the program must be explored. A number of
recommendations for educational reform exist on the topic of teacher preparation, but
much-needed research must be done on the experiences and perceptions of participants in
field-based teacher preparation programs. Current research on field-based teacher
preparation pinpoints a critical need to identify whether these programs prepare teachers
adequately for the teaching profession. Previous research reminds us of the importance
of informing educational policymakers, state boards of education, schools of education
and the wider educational community in the continued development of field-based
teacher preparation programs nationwide.
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CHAPTER I
THE PROBLEM AND ITS BACKGROUND
In some cases and in some locations, the term “field-based” is often used
synonymously with the following terms: “teacher certification,” “alternative
certification,” “teacher efficacy,” “teacher preparedness,” “teacher mentoring,” and
“teacher preparation programs.” Of these terms, “field-based programs” have been the
central focus of educational reform initiatives in the United States. Since the development
of Normal Schools and apprenticeship programs, field-based programs have always been
a topic of discussion. However, some may argue that one of the goals of field experiences
includes linking theory to practice through such programs that allows participants to
develop knowledge and skills through professional activities and self-reflect on their
learning (Allsopp, DeMarie, Alvarez-McHatton, & Doone, 2006; Barkesdale-Ladd &
Rose, 1997; Korthagen, Loughran, & Russell, 2006; Rock & Levin, 2002).
As the field of education changes, so do the expectations, leadership models,
theories, and teacher development (Anhorn, 2008; Ingersoll, 2004; Melnick & Meister,
2008). Knowing that teacher preparation expectations and standards are high, field
experiences should be the most important component of teacher preparation (DarlingHammond, Wei, & Johnson, 2009; Nahal, 2010; Wilson, 2011). Although field-based
programs are unique to the university, it appears that universities share a common goal of
providing teachers with well-rounded, authentic field experiences while participating in
1

their programs. This study was designed to explore and interpret the experiences of
graduates from an inner-city field-based teacher preparation program (INC/FBTP) to
determine their perceptions of the program. Specifically, this study sought to investigate
if graduates viewed themselves as prepared for the teaching profession after participation
in a field-based teacher preparation program.
Background of the Study
This chapter includes a discussion of the issues, concerns, and challenges of fieldbased teacher preparation programs. Throughout this chapter, the terms interpretivism
and field-based teacher preparation (FB/TPP) are used. The research presented lends
itself to the theoretical foundation of interpretivism; inherent in this discussion is social
and critical interpretivism and how it is connected to the field-based teacher preparation.
Figure 1 illustrates the conceptual framework and the overarching questions that guided
this investigation.
Many similarities are evident between field-based teacher preparation programs
and professional development schools; however, this research focus was on an inner city
field-based teacher preparation program. Figure 2 illustrates a comparison of this inner
city field-based teacher preparation program that was adapted and modified for this
research from Westbrooks and Alea (2007), the Penn State University-State College Area
School District Professional Development School Partnerships (2014) and the inner city
traditional student teacher program.

2

Interpretivism:
What theory(s) of interpretivism are best suited to enable understanding of
experiences and perceptions of participants from an inner city teacher preparation
program? What connections to education and field-based teacher preparation need to
be made to create meaning?

Social & Critical Interpretivism:
How does social & critical interpretivism inform interactions with
participants in this study to derive meaning? How does social and critical
interpretivism differ from other concepts that demonstrate interpretivism in
the form of dialogue?

Field-based Teacher Preparation
How can we integrate social and critical interpretive theories with
field-based teacher preparation to inform policy or future
programs? How does field-based teacher preparation validate the
construct of social and critical interpretivism in the field of
education?

Figure 1. Conceptual Framework
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Program
Characteristics

Definition

Admittance to
College of
Education
Application
Submission

Program Focus
Mission

Methods Courses
completed at the
university

Field-Based Teacher Preparation
Programs (at the Inner City
University)

An intensive 2-yr. program where
learning to teach is accomplished
through a collaborative partnership
with K-12 schools, teaming with
mentor teachers, university-based
professors, & coordinator.
Full-Time College of Education
Student, with a minimum 3.0 G.P.A.
(Not all programs)
On-line and paper submission,
student interview, group challenge,
written essay, personal & academic
references (3)
 Teacher technology training
 Pre-service teaching experience
and classroom management
 Assigned student to student mentor
 Certification preparation
 Research training
 Education conference participation
 Study abroad opportunities (urban,
rural, international)
 Stipend disbursements (at the end
of fall & spring semesters)
No
Method course are taught by
university field-based professors at
assigned field-based school.
Yes

Professional Development
Schools
The National Council for
Accreditation of Teacher
Education (NCATE, 2014)
Innovative institutions
formed through partnerships
between professional
education programs and P–12
schools

Traditional
student teaching
(at the Inner City
University)

Full-time College of
Education, with minimum 3.0
GPA (not all programs)
Paper application and on-line

After successful
completion of
methods courses
On-line

 Preparation new teachers,
 Faculty development,
 Inquiry directed at the
improvement of practice,
and enhanced student
achievement.

Provide an
opportunity for
candidates to apply
educational theory
in an off-campus
classroom
setting.

A closely
structured and
supervised
classroom teaching
experience.

Yes

Yes

No

No

Yes

Yes

Yes

2 years

1 semester to 1 year

Pre student
teaching
prerequisite
Student teaching
after completion of
the program
Portfolio required

Yes

No

Yes

No, part of PDS experience

Observed lessons

10

Community service
requirement
Stipend provided
by university to
participants

Yes

Methods Courses
completed at
assigned school
Professors travel to
assigned school
Length of program

Yes

Only for teaching supplies

16 weeks
(200 clock hours)
100 clock hours

Dependent on university &
state requirements
Dependent on university &
state requirements
No
No

Figure 2. Field-Based Teacher Preparation Comparison Chart
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Yes

No
2
No
No

During the mid-1990s, the first inner-city field-based teacher preparation program
began at a state university in an urban community. The program was first titled "FieldBased Teacher Preparation Program." Over the past 10 years, the program has made a
number of changes, which include a program name change, now referred as “Field-Based
Teacher Internship Program,” the implementation of community service and
volunteerism as part of the curriculum, and additional elementary school and high school
placement sites. A field-based teacher preparation program is a collaborative partnership
between the university and several selected inner city elementary and high schools.
Westbrooks and Alea (2007) provide an overview of field-based teacher preparation
programs. Field-based programs are designed to prepare teacher candidates for the
teaching profession. Prerequisite for the program include the completion and submission
of the following before admittance to the field-based program: personal interview, written
essay, portfolio submission, and personal and academic references. Only students who
are accepted into the College of Education’s traditional program are eligible to apply to
the INC/FBTP. Field-based students are required to participate in an intensive field-based
practicum for a minimum of two semesters (or one year) prior to student teaching
(Westbrooks, & Alea, 2007).
During the initial stages of the field-based teacher preparation, the program
focused on early childhood, elementary, and secondary majors. This INC/FBTP also
incorporated an international studies program as an optional component of the program.
Field-based participants were placed in a self-contained classroom with a supervising
teacher for approximately 100 hours per semester, 5 days a week for 2 years.
5

Additionally, participants engaged in weekly professional development workshops in an
assigned school, taught the minimum of 10 lessons per semester, and met at the assigned
school for reflection and collaboration on Fridays during the school hours. All
participants maintained journals while participating in the INC/FBT. On Fridays, fieldbased participants were afforded the opportunity to reflect on their weekly classroom
experience at the completion of the program. Additionally, participants were expected to
complete student teaching and successfully pass the State of Illinois teacher certification
exam.
Statement of the Problem
Teacher preparation programs have been the target of criticism for a long time.
Such criticism, as outlined by the Education Commission of the States (ECS, 2008),
argues that teacher education programs fail to prepare graduates with "real world"
practical experience because their focus is on lenient pedagogical knowledge. The
quality of preparation participants receive is directly associated with the knowledge,
intelligence, and professional skills fostered during the field experience. Successful field
experience is the responsibility of the mentor teacher assigned to the teacher candidate,
the culture of the school, and support from the professors of the program.
There is a gap in research on the experiences and perception of graduates from
teacher preparation programs focusing on classroom pedagogy, subject-matter
knowledge, experience, and a combined set of qualifications measured by teacher
licensure (Darling-Hammond, 2006). As a result, teacher preparation programs continue
to grow based on the call to federal and state mandates such as the No Child Left Behind
6

Act (NCLB, 2002) and the national standards. A growing body of researchers argue that
teacher preparation programs fail to assure the quality of teacher graduates and, overall,
produce inadequately prepared teachers (Anhorn, 2008; Beck, Kosnik, & Roswell, 2007;
Floden, Ferrini-Mundy, Melnick & Meister, 2008; Nahal, 2010; Rubenstein, 2008;
Salvato, 2005; Wilson, 2011). Dating back through the history of teacher preparation,
assessment of the success of programs was based on teacher candidate performance
observations, written exams, and state assessment data. Research of this nature has been
the determining factor to assess the success of such programs. Policymakers and teacher
education reformers analyzed the success rates of teachers remaining in the profession
after the completion of such programs. The data was completed by teacher candidates,
and the number of teachers who successfully passed the qualifying exams to determine if
programs were effectively preparing candidates for the profession or if such programs
were successful (Anhorn, 2008; Beck, Kosnik, & Rowswell, 2007; Melnick & Meister,
2008; Nahal, 2010; Rubenstein, 2008; Salvato, 2005; Wilson, 2011). Field-based research
dates back to 1975, which implies that there have been many discussions regarding how
teachers are being prepared and questions that ask if field-based programs are necessary
or valuable in preparing teachers (Zeichner, 2010). Research revealed that many of our
schools are not preparing teachers for the teaching profession (Arbaugh et al., 2013;
Darling Hammond, 2012) and insinuates that such programs provide a wealth of learning
experiences and challenges for field-based participants and field-based professors.
Despite the many discussions on teacher preparation programs, a growing body of
research exists on how field-based teacher preparation programs should be structured and
7

designed to address the diverse needs in the classroom. Research is needed to validate
the preparedness of candidates of field-based programs. In order to prepare “highly
qualified” field-based teachers for the classroom effectively, participants' perceptions of
the preparation received in the program need to be examined.
Education reform organizations, such as the National Council for Accreditation of
Teacher Education (NCATE), Peabody reports on 20th-Century Education Reform
Milestones (2014), New Commission on the Skills of the American Workforce (2009),
the National Center on Education and the Economy (2014), and state boards of education,
have made many recommendations on how to improve classroom pedagogy, how to
implement student teaching, or how to implement field experience. NCATE (2008)
standard 3, recommends that “the unit and its school partners design, implement, and
evaluate field experiences and clinical practice so that teacher candidates and other
school professionals develop and demonstrate the knowledge, skills, and professional
dispositions necessary to help all students learn” (p. 29). However, none of the
aforementioned programs tap into the experiences and perceptions of participants to
assess whether teachers are prepared for the teaching profession.
The field-based teacher preparation phenomenon deserves investigation to reveal
how participants perceive their experience in order to ascertain how universities can
better prepare future candidates for the teaching profession. Learning from the voices of
the graduates themselves is highly important because of the firsthand knowledge it offers
on how the participants perceive their preparation. Hence, this research will explore this
phenomenon through the theoretical lenses of interpretivism.
8

Nature and Purpose of the Study
An interpretive phenomenological research paradigm was employed to explore
and interpret the experiences of graduates from an inner-city field-based teacher
preparation program and to determine whether they viewed themselves as well prepared
for the teaching profession as a result of their participation in the INC/FBTP. Current
reform initiatives focus on the need to develop teachers who are prepared for the teaching
profession and who are "highly qualified" through alternative certification or field-based
programs. Field-based programs have become an intricate aspect of many teacher
preparation programs as a means of addressing the challenge of preparing "highlyqualified" teachers for the teaching profession. In order to prepare "highly qualified"
field-based teachers for the classroom, there is a need to engage in dialogue with
participants about their experiences and perceptions concerning the preparation received
as participants in the program (Anhorn, 2008; Beck, Kosnik, & Rowswell, 2007; Melnick
& Meister, 2008; Saldana, 2001; Spradley, 1979). Hence, this study focused on the
perceptions of graduates who participated in a field-based program; the central
phenomenon was limited to graduates from an INC/FBTP who were employed in the
teaching profession at the time of this study.
In present-day society, a decision to return to a restaurant, department store,
hospital, dentist, or school is based solely on personal experience or the experience of
others. Many restaurants and department stores use the customer experience as a tool to
guide training and to enhance a customer's experience, in order to encourage repeat
business. Understanding the perceptions of graduate experiences in a field-based teacher
9

preparation program offers important implications for raising the bar in teacher
preparation and promotes a need for longer authentic field-experiences for future
graduates (Darling-Hammond, 2013). Just as the experiences of customers inform many
businesses nationwide, hearing the experiences of graduates from a field-based teacher
preparation program can inform policymakers, university teacher educators, and
principals on how to improve field experience for future teachers.
The purpose of this interpretive study was to explore and interpret the experiences
of graduates from an inner-city field-based teacher preparation program to determine
their perceptions about their preparation. Specifically, this research provides clear and
concise findings on the unique experiences and perceptions of the participants in the
following areas: perception of preparedness; knowledge, skills, and attitudes that are
critical for success; and relationships and experiences with professors and mentor
teachers. More importantly, documentation of the specific experiences, as perceived by
field-based participants guides future programs to gain knowledge on how the data
contributes to the success of future programs and the development of teachers for the
teaching profession.
An attempt to understand what meanings of field experiences have for graduates,
and how the field experience prepared the graduates for the teaching profession,
underscored this inquiry. It is important to understand field-based teacher preparation,
because Secretary of Education Duncan (2009), Darling-Hammond (2011), NCATE, and
state boards of education are requesting the implementation of field-based programs and
longer field experience nationwide. Field-based teacher preparation is a growing
10

phenomenon in education that others insinuates can provide teachers with an opportunity
to connect theory to practice more effectively (Beeth & Adanan, 2006; DarlingHammond, 2011; Duncan, 2009; Nahal, 2010; NCATE, 2010; Tigechelaar & Korthagen,
2004; Wilson, 2011).
Although, interpretivist research has been viewed from the construct of analyzing
written text, for the purpose of this study, interpretivism is introduced as a theoretical
framework to elucidate the experiences of the participants and enable oral dialogue about
the effectiveness of future field-based teacher preparation programs. Most importantly,
interpretivism is defined in the context of oral dialogue from the field-based participants
to identify needs and gaps and to make recommendations for the implementation of
future field-based teacher preparation programs.
Research Question
The researcher explored and interpreted the experiences of graduates from an
inner-city field-based teacher preparation program (INC/FTP) to determine their
perspective. This research investigated participants’ views of themselves as well prepared
for the teaching profession due to participation in a field-based teacher preparation
program. Specifically, the researcher wished to answer the overarching question: What
are the perceptions and experiences of participants in an INC/FBTP, in terms of: (a)
perception of preparedness; (b) knowledge, skills, and attitudes that are critical for
success; and (c) relationships and experiences with professors and mentor teachers. It is
essential to understand the experiences and perceptions of field-based participants in
order to determine if field-based teacher preparation programs adequately prepare
11

teachers. Research proposes that field-based teacher education programs are in line with
many current teacher education programs based in a positivist tradition, where discrete
courses are offered, fragmented between departments, and with little or no connection to
field-based experiences (Anhorn, 2008; Beck, Kosnik, & Rowswell, 2007; Melnick &
Meister, 2008; Nahal, 2010, Darling-Hammond, 2008; Rubenstein, 2008; Salvato, 2005;
Wilson, 2011).
Significance of the Study
In 1956, a study was conducted on field experiences. This study identified that a
gap existed in research that validated that longer field experience is needed (Zeichner,
1981). Joyce et al. (1977) argued that field-experience was a crucial component of
teacher preparation. This study adds to the growing body of scholarly literature on the
experiences and perceptions of participants who participated in field-based teacher
preparation programs in the wider educational community. Current research on fieldbased experiences posits that many factors influence teacher candidates and their
participation in such programs; participants’ perceptions of the curriculum, experiences,
and personal and professional preparation differed among the participants in field-based
programs. Additionally, participants developed self-efficacy, gained a higher level of
respect for other cultures, and valued feedback and reflection (Bergman, 2013; Duquette,
1997; Joekel, 2010; Pence, 2008; Washburn-Moses, Kopp, Hettersimer, 2012). Others
argue that there is a lack of evidence that field-based programs adequately prepare
teachers for the teaching profession or that longer field experience prepare teacher
candidates for the teaching profession (Anderson & Stillman, 2013; Darling-Hammond,
12

2010; Guyton & Byrd, 1999; Perry, 2011). The inadequate research on the experiences
and perceptions of graduates in field-based teacher preparation programs lends itself to
the social constructs of teachers not being prepared for the teaching profession and the
need for a longer field experience in teacher preparation.
The results of this research will be useful to policymakers, state boards of
education, and universities and colleges of education by identifying key themes derived
from the participants’ interviews and using the data as a tool to inform key stakeholders
in the wider education community. Additionally, the study attempts to provide a
framework to improve teacher preparation field experiences as a tool to guide education
policy. Darling-Hammond (2007) explains that changing past practices in teacher
preparation in relation to field-based experiences could prepare teachers for the academic
classroom challenges to become the "highest quality of teacher" (Darling-Hammond,
2007, p. 347).
Universities, policymakers, and school administrators can utilize the themes that
evolve from the interviews as a tool to identify whether teachers are making connections
with students, learning how to create collaborative lessons, or benefiting from an
improvement in the overall field experience that focuses on collaborative lesson planning.
Most importantly, it improves and strengthens field-based programs and partnerships
with collaborating schools and gauges the preparation of teachers for future employment.
Finally, this study may improve policy if colleges and universities take an indepth look at the experiences of the field-based participants to provide more effective
authentic field experiences in teacher preparation programs nationwide. As an
13

interpretative research study, this research is the fulcrum that transforms field experiences
to inform, support, or challenge policy and educational reform efforts. Next, the wider
education community can learn how to support future field-based teacher candidates in
the program and address their needs. Policymakers can gain access to firsthand knowledge from the participants’ experiences on how the field-based experience has prepared
them for the teaching profession and which areas the graduates identify as needing
additional development. Articulating the value of field-based experiences of graduates
can provide recommendations and enhance future field-based programs nationwide.
Theoretical Foundations
For many years, the evaluation of teacher preparation was based on assessment
data, surveys, or performance assessment of the student teaching experience. Because
this research study explored field-based teacher preparation in the context of participant
experiences, theory about interpretivism is outlined. The theoretical foundation of this
qualitative study integrates social theory and critical interpretivism, which includes
language, culture, and experience. From the interpretivist perspective, interpretivism
infers or decodes the individual perspective, character, or behavior from the individual's
perspective. Interpretivism is a philosophical approach that studies the experience
through text, “making sense of what is happening to the participants'” (Smith, Flowers, &
Larkin, 2009, p. 3). Interpretivism, as an educational theoretical approach, lends itself to
exploring the experiences and perceptions of participants from a field-based teacher
preparation program. Smith, Flowers, and Larkin (2010) maintain that there are four
leading authorities on the theory of interpretivism: Schleiermacher (1998), Heidegger
14

(1962/1927), Gadamer (1990/1960), and Kvale (1996). Schleiermacher (1998) clarifies
interpretivism as a grammatical and psychological interpretation, which is concerned
with the individuality of the speaker and identified as a craft that required the use of
several skills and intuition in order to understand the writer and text. Schleiermarcher
also proposes that interpretivism evolves during the engagement of text analysis,
dialogue, or associations.
A review of literature proposes that interpretivism is a form of hermeneutics that
provides for interpretation of text to obtain a valid and common understanding of
meaning. (Kvale, 1996; Smith et al., 2010). For many years, the word “text” in classical
hermeneutics entailed literature, religion, law, discourse, and action. According to
previous research, hermeneutics can be used as a tool to interpret “literary works” in an
attempt to show relationships and meaning of the text (Kvale, 1996; Smith et al., 2010).
Heidegger (1962/1927) argues that previous works of interpretivism focused with
the “exact” and objective textual meaning, whereas his works focused on the
“individuality of the author or speaker” (p. 22). Between 1990 and 1996, Gadamer
emerged with the concept of analyzing historical and literary text and the effects of
tradition on the interpretive process (Gadamer, 1990/1996; Kvale, 1996). Gadamer
points out that as the researcher begins to understand the preconceptions, the
interpretations are in process. Kvale (1996) implies that the "thing" itself influences the
interpretations.
This inquiry introduces interpretivism in the form of interpreting the experiences
and perceptions from the graduates’ perspectives, because there is inadequate research on
15

experiences of participants as told orally. It is essential that this interpretive approach
explore how the key elements of interpretivism are related to the field of education in
order to interpret and present the experiences of graduates from an inner-city field-based
teacher preparation program. Smith et al. (2010) provides many versions of
interpretivism. After a critical reading of these theories, an interpretive theory postulates
that an interpretation of our daily experiences or the experiences of others enables
understandings of what is real in the world and interprets the experiences of graduates for
this research. This position is guided by Gadamer’s (1990/1960) Being and Time theory
of interpretivism and grounded in the works of Smith et al., (2010) Schleiermacher
(1998), and Gadamer (1990/1960).
Interpretivism as a theoretical foundation provides a valid and common
understanding of meaning that is interdependent and mutually interactive. It enables a
collaborative construct of perceived reality. This theory implies that knowledge can be
adapted to new situations, and that knowledge of social and cultural realities can be
negotiated (Gadamer, 1990/1960; Kvale, 1996; Smith, Flowers, & Larkin, 2009).
Social interpretivism enables the understanding of how the social world
influences experiences, which in turn is collaborative between or among people.
(McLaren, 2007; Rowlands, 2005; Schwandt, 1997). Social theory is used to study
student teachers, teacher education programs, and pre-service teachers (Schoeman &
Mabunda, 2012). Hence, social interpretivism was used in this study to examine the
perceptions of graduates from an INC/FBTPP. Social interpretivism is an intricate aspect
of this research because it seeks to understand the various program components and
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concepts that enable the researcher to explore how the field-based programs prepare
teachers for the teaching profession (Dean, 1996; Flores, 2007; Denzin, Norman, &
Lincoln, 2012; Schwandt, 2007; Westbrooks & Alea, 2007). With this in mind, it is
necessary to capture the essence of the participants’ experiences during their field-based
teacher preparation program (Dean, 1996; Denzin & Flores, 2007; Norman & Lincoln,
2012; Schwandt, 2007; Westbrooks & Alea, 2007).
Critical interpretivism (CI) is closely linked to forms of control, issues of justice,
and equality in relation to the process of collecting and interpreting data (Freire, 2005;
Giroux, 2011; Hinchey, 1998; Wink, 2005). CI enables researchers to use, adapt, and
apply concepts to deepen their understanding of social and field experience to develop as
agents of change. For this purpose, critical interpretivism is presented to comprehend
research in teacher education, especially as it relates to teacher preparation programs.
Williams (2012) argues that critical interpretivism "encourages social cultural
transformation through inquiry and analysis to issues of power, response to justice and
equality among others."
The term sociocritical interpretivism (SCI) is introduced as an integration of two
theoretical frameworks that is applied to field-based teacher preparation programs, which
questions concerns and issues of power and equity and discourse in field-based teacher
preparation programs. SCI provides the opportunity to explore the role of criticism to
determine if field-based teacher preparation programs provide quality education.
Leonardo (2004) argues that quality is proportioned to the depth of analysis that fieldbased participants acquire during their participation in the field-based teacher preparation
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program. SCI explores the program discourse analysis and the participants' ability to
analyze the field-based teacher preparation experiences that result in empowerment.
Additionally, SCI focuses heavily on values and progress developed among the
participants and closely analyzes the ideologies of power within the field-based teacher
preparation program. The goals of this research study thus fell directly in line with this
theory.
The combination of the these theories provided context in this study by providing
an explanation of the experiences and perceptions of participants in an inner city fieldbased teacher preparation program (INC/FBTPP) as it related to their development as
professionals. Further detail regarding interpretivism and the more specific sociocritical
interpretivism are provided in the literature review.
Definition of Terms
For the purpose of this study, the following definitions were applied to assist with
clarity of understanding. The terms are listed in alphabetical order. The terms preceded
by an asterisk denote a terminology that was developed by the researcher.
*Critical interpretivism: use, adapt, and apply concepts to deepen understanding
of critical and social field experience to develop as agents of change. It facilitates a
process in which the researcher learns to interpret the experiences in the field as told by
others.
Field-based: a program that supports or serves as a foundation to prepare teacher
candidates for the professional field.
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Field experience: students completing observations, pre-clinical hours, practicum
experiences, and pre-student teaching hours. A variety of early and ongoing field-based
opportunities in which candidates may observe, assist, tutor, instruct, and/or conduct
research (NCATE, 2007, p. 54).
Field-Based Teacher Preparation Program (FB/TPP): School experiences where
teacher candidates are afforded the opportunity to observe, immerse themselves in the
school, and become acclimated to the culture of the school (Westbrooks & Alea, 2007;
MacDonald et al., 1992; Duquette, 1993; Shen, 1994; Wiseman, 1995; Sanford &
Hopper, 2002).
Highly qualified: The rigorous qualifications of candidates at admission, exit, and
throughout a preparation program as judged through selective criteria on a recurring basis
by EPPs (CAEP, 2014).
Interpretivism: a form of hermeneutics that provides for interpretation of text to
obtain a valid and common understanding of meaning. (Kvale, 1996; Smith et al., 2010).
Professional Development Schools (PDS): Specially structured schools in which
the P-12 school and higher education faculty collaborate to (a) provide practicum, student
teaching, and internship experiences; (b) support and enable the professional
development of school and higher education faculty; (c) support and enable inquiry
directed at the improvement of practice; and (d) support and enhance student
achievement (National Professional Development Schools p. 1).
*Social critical interpretivism: understanding of how the social world and power
influences experiences, and how participants transform their professional practices.
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Gaining a clear and precise focus of discourse and the central role equity, and power play
in understanding the many issues involved in the social constructs of education, and fieldbased teacher preparation programs and the role of language, culture, and experience in
the context of field-based teacher preparation programs.
*Social interpretivism: gaining an in-depth understanding of how the social
constructs influences education and its role in education and learning and participants’
experiences.
Student teaching: an intensive and extensive culminating classroom experience,
which includes a set of responsibilities, assignments, tasks, activities, and assessments
that demonstrate candidates’ on-going development of the knowledge, skills, and
dispositions to be effective educator.
Conclusion
In this chapter, field-based teacher preparation programs were defined and
described. In addition, interpretivism and the development of social and critical
interpretivism were described relating them to the field of education and field-based
teacher-preparation programs. Moreover, the combination of the two theories was
explained to provide context in this study and the experiences and perceptions of
participants in an inner city field-based teacher preparation program (INC/FBTPP) as it
related to their development as professionals.
The development of sociocritical interpretivism was described to articulate how it
relates to the field of education and field-based teacher-preparation programs.
Interpretivism in field-based teacher-preparation programs provides a foundation for a
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philosophical approach to teacher preparation and field experiences in which the
understanding of field experience is given high regard. An interpretation of the
experiences and perceptions provides a foundation for determining the general goals for
future field-based teacher preparation programs, traditional teacher preparation programs,
and student teaching. Additionally, this chapter outlined how interpretivism assisted in
the understanding of how to explore and interpret the experiences of graduates from an
inner-city field-based teacher-preparation program to determine how they felt about the
preparation program. Through the understanding of interpretive concepts as truth,
meaning, and work experience, the researcher was able to gain a better understanding of
how graduates view themselves prepared for the teaching profession as a result of
program participation.
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CHAPTER II
LITERATURE REVIEW
Traditionally, literature reviews consist of one specific area of research. For the
purpose of this study, the literature review contains two topics of research: interpretivism
and field-based teacher preparation programs. The integration of these two research
areas is critical because it demonstrates how interpretivism is connected to education.
Interpretivism has always been used as a methodology. In this research, interpretivism is
discussed in the literature view because it introduces social interpretivism, critical
interpretivism, and interpretivism as they relate to education and interpretivism as it
relates to field-based teacher preparation. The discussion of interpretivism is used to set
the foundation of for understanding the theory of sociocritical interpretivism.
Field-based teacher preparation programs are a growing phenomenon, not only in
the United States but in Great Britain and Canada, as a strategy to improve teacher
preparation (Duquette, 1997). Educational research studies have explored field-based
teacher preparation programs, but a need exists for more educational research that
explores the perceptions of participants from a field-based teacher preparation program.
Wright (2009) implies existing research on field-based teacher preparation has failed to
analyze the perceptions of how field-based experiences have prepared teachers for the
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teaching profession. Conversely, Moore (2008) argues that field-based teacher
preparation programs have been identified as a critical means of the redesign for teacher
preparation. Previous research advocates a need for improved field-experience that is
focused on a program that connects both public school and university experiences
(Holmes Group, 1986, 1990). Some argue that field-based programs have been identified
as a critical means for redesign for teacher preparation (Metcalf, 2014; DarlingHammond, 2014).
Field-Based Defined
According to Webster's On-line Dictionary (2014), the word “field” originated
from the Old English word “field,” which had several meanings. In relation to this study,
“field” is an area or division of an activity, subject, or profession, of practical operation
outside a base (as a laboratory, office, or factory). On the other hand, the origin of the
word “base” derived from the Latin term “basis,” which has two meanings that relate to
this research: (a) the bottom of something considered as its support, and (b) the
fundamental part of something, the groundwork, and basis. Hence, “field-based” is a
foundational program that supports or serves as a foundation to prepare teacher
candidates for the professional field. In the field of education, the researcher, teachers,
and employers use interviews as a means to gather data, to give voice to the participants,
and to engage in dialogue to become familiar with the participants.
There is a growing awareness of field-based teacher preparation at colleges and
universities, which provides participants with opportunities to acquire skills and
dispositions necessary for the teaching profession. It is equally important to attempt to
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better articulate the nature and the extent of such programs as they relate to the field of
education (Anderson & Stillman, 2013; Capraro, Capraro, & Helfeldt, 2010; DarlingHammond, 2012; Rose, 2013). In order to decipher the perception of the participant,
which helps in recreating field-based participants’ individuality in the social and cultural
context, it was important to explore the following as they relate to the inner city fieldbased teacher preparation program (INFB/TPP): (a) prior experience; (b) time spent in
the field; and (c) language and culture in the school community.
Prior Experience
Field-based teacher preparation (FB/TPP) is not a new phenomenon in the field of
education. The question still remains: Are field-based teacher preparation programs
preparing participants better for the teaching profession (Adams et al., 2005; Cristol &
Gimbert, 2002; Zeichner & Melnick, 1996). These FB/TPPs consist of a wide range of
students from recent high-school graduates to mature adults with prior work experience
from other fields. Field-based participants bring a wealth of experiences to the program
that adds to the overall learning experience. Current research posits that prior experience
should not focus solely on classroom experience but could extend to curriculum planning,
professional development, working with the community or parent groups, etc. However,
it does not exclude prior classroom experiences, such as student teaching, substitute
teaching, shadowing, or completing an internship. Prior experiences are brought to the
FB/TPP to help reconstruct the individual experiences into meaningful insights into the
teaching profession. Prior work experiences enable participants to make a connection
with self-knowledge to theory where some believe that prior experience is the
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determining factor when making personnel decisions regarding seniority and inequity
(Rice, 2010). Prior experience provides instruction to the direction of how to provide a
conducive and productive learning experience that addresses learning needs of each
student and the needs of the school.
Field-Experience
The field of teaching is a far more multifaceted profession than field-based
teacher participants realize (Cookson, 2005), and amount of time field-based participants
spend in the field is an essential aspect of the FBTPP. In the past, many Colleges of
Education followed the NCATE Accreditation Resource Guidebook (2007), which
defined field experience as a ”variety of early and ongoing field-based opportunities in
which candidates may observe, assist, tutor, instruct, and/or conduct research” ( NCATE,
2007, p.54). Field-experience is designed to offer teacher candidates an opportunity to
gain hands-on experience and insight of the teaching profession in the classroom and to
cultivate the teaching skills necessary to become effective teachers. Field-based teacher
participants who begin in the classroom on the first day of the academic school year learn
how the realities faced in the classroom can be an eye-awaking experience for everyone
(Melnick & Meister, 2008; Murshidi, Konting, Elias, & Fooi, 2006; Nahal, 2010).
Huling (1999) evokes that field experience is similar to the experiences of medical
students who participate in internships and residencies, in that participants observe, and
work with real students, teachers, and curriculum in natural settings (Huling, 1999).
Field-based experience requires participants to interpret and apply to the teaching
profession what was taught and learned at the university. Field-based participants learn
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skills required for teacher certification and are introduced to the profession of teaching.
This early stage involves visits to schools and classrooms to observe the school climate
and the process of teaching to gain an in-depth knowledge of the role of the schools,
classrooms, and teachers. The field experience placement is contingent upon the
availability of the school and the academic progress of the students in the school. The
placement may be in a public or private school, an elementary, middle or high school. In
some cases, students are afforded the opportunity to travel abroad to further their fieldbased teacher preparation experience (Westbrooks & Alea, 2006).
Historical Perspective
According to history, the term “field-based” began with the medical profession’s
concept of residency or clinical experience, which medical students were required to
complete prior to becoming medical practitioners. According to Huling (1998), field
experience was grounded in the work of John Dewey (1904; 1935). Dewey advocated for
stronger experiential teacher training and experiences that provided the construction of
the individual learning (Hauling, 1998). Sanford and Hopper (2002) state that initial
field-based teacher preparation refers to school experiences where teacher candidates are
afforded the opportunity to observe, immerse themselves in the school, and become
acclimated to the culture of the school (Duquette, 1993; MacDonald, 1992; Sanford &
Hopper, 2002; Shen, 1994; Westbrooks & Alea, 2007; Wiseman, 1995). During the
1970s, field-based was termed “professional development complexes,” which “existed
only in England, Wales, Holland, and Japan” (Harty, 1978, p. 340). These programs
provided ongoing hands-on field experiences and resources that were developed
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collaboratively by teachers (Harty, 1978). Field experience occurs in educational
settings, such as laboratory schools, professional development schools, public schools,
and private schools.
During the mid-1990s, the term “field-based teacher preparation” resurfaced and
one inner-city university addressed the demand for a longer and authentic field
experience by implementing the first Field-Based Teacher Preparation Program. In this
FBTPP, teacher candidates were housed in different elementary schools and high schools
each semester in surrounding neighborhoods of the university in order to provide an
authentic experience in a school community. Exposure to the teaching profession early in
the educational career allowed principals to groom these future teachers for future
employment. Additionally, this experience allowed participants to attend all school-wide
functions, learn the nuances of the being a teacher, and showed them how to complete
individual educational plans, attend school-wide trainings, etc. (Darling-Hammond, 2006;
Westbrooks & Alea, 2007).
Field-based teacher preparation programs are growing nationwide. Currently,
many field-based teacher preparation programs require students to withdraw from their
traditional teacher preparation programs and register for the field-based program.
Participants of field-based programs are expected to spend time in their assigned fieldbased schools while completing their required methods courses. Many universities, such
as Northern Illinois University, the University of Texas El Paso (2014), Chicago State
University, Illinois State University, University of California, Northeast Texas Center for
Professional Development and Technology (2013), Texas A & M (2013), and the
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University of Washington (2013), all have field-based teacher preparation programs. The
University of California (2014) College of Education defines field-based programs as:
Field-based teacher preparation involves immersing participants in various school
settings as they plan, teach, reflect, and apply. Field-based education is a provenand-tested approach to prepare teachers for the challenges of the teaching
profession by linking theory into practice, moving from reflection into action, and
shifting from empowered to empowering.
(http://www.csub.edu/maeducation/btsa_emph.html)
NCATE states that the importance of understanding the experiences of field-based
participants is a way to assess whether field-based teacher preparation programs “better
prepare” future teachers by linking theory to practice (NCATE, 2007). Field experience
provides a foundation for future teachers by affording participants the opportunity to
connect methods courses to the classroom with on-the-job teaching experiences (DarlingHammond, 2007; NCATE, 2007).
Across the United States, colleges of education face the demand of producing
teachers who are prepared for the challenges of the classroom and the various levels of
diverse learners. During the 1970s, a number of criticisms developed regarding fieldbased teacher preparation programs. Arguments imply that “field-based experience is a
traditional school of thought that serves merely to socialize prospective teachers into
established patterns of school practice” (Hooper & Johnston, 1973; Friedenbury, 1973;
Sanders, 1974). Criticism continued to debate the purposes of field-based programs,
which promote “curricular testing,” on-going testing of educational promises and the
assessment of the effects of field-based programs (Salzillo & Van Fleet, 1973). Moore
(2003) argues that there is a limited amount of research that validates improved student
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performance or preparation as a result of field-based participation or experiences.
Zeichner (1981) argues that it is difficult to identify a concrete conclusion from the
aforementioned criticism. This research was conducted during the early developmental
and implemental stages of field-based programs.
During that era, previous research on field-based programs discussed the strengths
and weakness, but the participants’ experiences and perceptions had not been discussed
(Moore, 2003; Ross, 2001; Zeichner, 1981). However, in Ratzeoff’s (1986), Perceptions
of Student Teachers University Advisors, and Associate Teachers, the author proposes
that there is existing research on the perceptions of student teachers or graduates. Existing
research on field-based programs indicates specific programs are comprised of surveys
and seminars that are unique to the field-based university. The field-based programs in
Canada are taught by retired practitioners or part-time professors. Duquette (1997)
identified seven previous studies on field-based teacher preparation programs prior to
1997. Specific to these studies, the research focused on coursework, field-based
experiences, and professional outcomes.
Conversely, a number of qualitative researchers have affirmed the importance of
perspectives of the participants and how they perceived their preparation for the teaching
profession (Bogdan & Taylor, 1982; Blumer, 1999; Mezirow, Darkenwald, & Knox,
1975; Rock, 1989; Rockhill, 1982; Smith, 1993). Others argue that research validates the
benefits of field-based programs and the supporting testimonials on such benefits.
Duquette (1977) informs readers that field-based programs “have been viewed as a means
to improve teacher education in Canada and Great Britain. Placing participants in 2-4
29

different schools over a two-year program affords participants an opportunity to gain a
wealth of hands-on diverse experiences.”
According to research, the field-based program in Canada affords participants the
opportunity to develop “practical skills” and opportunities to observe and work with
students in the classroom; participants are given extended field experiences to gain
knowledge and understanding of the culture of the school (Duquette, 1977). Ross (1995)
argues that extended field-based experiences integrate the participant’s experience with
content knowledge and disciplined knowledge. Field-based participants gain experiences
observing various classrooms, working with mentor teachers and teaching strategies;
tutoring individual and groups of diverse learners; and teaching lessons to large and small
groups (Capraro, Capraro, Parker, Kulm, & Raulerson, 2005).
Urban field-experiences are critical components of field-based programs because
they introduce participants to the realities of the job market, which may encourage
participants to seek employment in urban districts (Burns, Grande & Marble, 2008;
Swartz, 2003; Wolf, 1996). Others contend that field-experiences in urban schools may
serve as a means to decrease participants’ fears and develop respect for both urban
students and teachers (Heinemann, Obi, Pago, & Weiner, 1992; Pagano, Weiner, Obi, &
Swearingen, 1995). Proctor, Renty, and Jackson (2001) validate the argument that
placing field-based participants in urban neighborhood school has the potential to
influence the participants’ decision to apply for employment in the inner city schools.
Proctor et al. proposes that participants should have the opportunity to reflect on their
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learning and beliefs about diversity in the classroom in order to understand how to
confront the daily challenges in the classrooms (p. 103).
Current research regarding the length of time in various field-based programs
alludes that the impact of differing field-based experiences may have positive results
(Shanahan, 2008; Zeichner, 1980). A review of literature reveals that there is a limited
amount of research on field-based programs, yet there is still a need for intensive field
experiences that integrate reflection and inquiry, connecting current educational theories
with individual learning (Capraro, Carparo, & Helfeldt, 2010). However, a
misconception still exists that “all field-experiences result in a positive experience(s)”
(Zeichner, 1980).
Despite the growing demands to prepare highly qualified teachers for the nation’s
classrooms, a number of questions remain regarding preparing teachers for the teaching
profession. According to the U.S. Department of Education (2011), there is no national
definition of the term highly qualified; it is defined by each individual state. The 23
Illinois Administrative Code Section 25 defines highly qualified as “any teacher with the
primary responsibility of delivering instruction in the core academic subject areas.” This
includes most of the main subject areas, such as math, English, science, and history.
These demands are a result of many discussions about what teachers should know and be
able to do at the completion of their academic program.
The issue of how to improve teacher quality and preparation has led to several
discussions focusing on longer field experiences. President Obama (2009) and U.S.
Secretary of Education Arne Duncan (2009) challenged the nation’s universities to make
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significant advancements in teacher preparation programs. President Obama's education
administration committee worked collaboratively to enhance the current teacher
preparation programs through the development of Teacher Quality Partner (TQP) grants
and actively listening to national agencies for teacher education reform (Duncan, 2009;
Obama, 2009). U.S. Secretary of Education Duncan (2009) argues that it is not the social
or cultural issues that prevent the success of students. Student success is heavily
dependent upon the quality and delivery of instruction from the classroom teacher. He
continues to stress that a large majority of colleges of education are performing average
in preparing teachers for the teaching profession. Current reform initiatives and DarlingHammond (2006) recommend higher standards in teacher preparation programs and a
minimum of "30 weeks of field-experience and student teaching opportunities in the
teacher preparation program (Darling-Hammond, 2006; NCATE, 2007).
Darling-Hammond (2006) further discusses the importance and need to study the
experiences of teacher candidates as well as understand how field experiences prepare
future teachers for the teaching profession. She argues that more discussions are needed
on the intricate aspects of field-based teacher preparation programs, curriculum, and field
experiences of participants in order to assess an attainable outcome of participants in
these programs. Research confirms that, at the onset of field-based programs, classroom
pedagogy develops through mentor modeling, observations, and on-going collaboration
(Hammond, 2006).
A review of literature reveals that although there is existing research on fieldbased teacher preparation programs, there is limited research on the experiences and
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perceptions of participants of such programs. Existing research focuses on the type and
amount of curriculum that effectively prepares teachers to face diversity in the classroom,
participant perceptions in literacy, and participant perception in special needs classrooms
or primary classrooms (Sleeter, 2001; Webb-Johnson & Articles, 1998). In her research
titled, Conflicting Perceptions of Participants in Field-Based Teacher Education
Programs, Dequette (1997) identified seven prior studies on field-based teacher
preparation programs, or what she termed “on-site programs,” which included both
elementary and secondary levels, and participant perceptions as it related to experience,
course work, and professional competencies. These research studies discuss the
perceptions of participants in content-specific areas in the teaching profession. The gap in
this research is the investigation of the experiences as told by the participants. These
studies provide a valid argument for field-based programs and the role they play in
preparing participants for the teaching profession. An interesting fact outlined in each of
the studies elude to the fact that research validating longer field experiences prepares
participants for the teaching profession. However, the articles do implies that field-based
programs introduce participants to the nuances of the teaching profession. Figure 3
articulates research from 1997 that was similar to this study. The figure provides insight
to the content of the study that was conducted in 1997 and 2014. The major differences in
the 1997 study were that the research focused on three elements: curricular, experiential,
and professional competency of the participants; the professors who were involved in the
program and the coordinator; and the role of the students in the program. However, the

33

research did not seek to understand the experiences and perceptions of the participants
from such programs or investigate the experiences as told by the participants.

Table 1
Field-Based Program Comparisons: 1997 and 2014
1997 Field-Based Research

2014 Field-Based Research

Title

Conflicting Perceptions of
Participants in Field-Based
Teacher Education

Articulating the Experiences
and Perceptions of
Graduates From an Inner
City Field-Based Teacher
Preparation Program: A
Sociocritical Perspective

Themes

Course work, fieldexperiences and
professional outcomes

Foundation/Method
Courses
Eled/Secondary

Eled: Workshop format
Fewer reading and
assignments
Aligned to traditional
program

Taught off campus
Higher Expectations
More reading and
assignments
Aligned to national and state
standards

Secondary: Short practice
orientated sessions
Length of Program

1 year

2-years

Elementary

2 groups of students

Secondary

6 groups of students

Full classroom with mentor
teacher: 4-groups
Full classroom with mentor
teacher up to 8 groups

Professors

Eled: Retired practitioners
or part-time professors
Secondary: Full professors
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Full professors

Site visit or
Observation(s)

School Mentors
Method courses

Elementary: Once a
week/semester
Secondary: Professors visit
associate teachers on site
every week to address
concerns/issues
At home school 1 year

Every week by the
coordinator and mentor
teacher or professors

1 every semester
At field-based school 2 years

Note. Eled is the abbreviation for elementary education.

A limited amount of research focuses on the experiences and perceptions of
graduates of field-based teacher preparation programs in terms of their preparation, the
knowledge, and skills gained, and relationships developed while participating in such
programs. Moore and Sampson (2008) indicate that there are a number of studies on the
effects on participants who participated in field-based programs or on the social
implications of participants who are placed in communities, they are most familiar. Many
researchers argue a critical need that teacher candidates of field-based programs gain
experience in working with children diverse backgrounds (Ladson-Billings, 2005).
However, it is unclear how field-based experiences negatively or positively influence or
prepare participants for the teaching profession while participating in a field-based
teacher preparation programs (Perry, 2011; Rose, 2013). It is crucial to gain a clear and
concise understanding of the meaning these field experiences had for the graduates. This
understanding will assist researchers, policymakers, and educators in the development of
curriculum, and the analysis of theories, data, and policy to enhance educational research
and methodological skills and comprehension. Huling (1998) argues several principles

35

indicate that candidates who were prepared in field-based programs perform similarly
like second-or third-year teachers during their first year of teaching.
A review of literature on field-based teacher preparation programs reveals that
after teacher candidates are accepted to Colleges of Education, candidates complete an
intensive field-based practicum for a minimum of two semesters (or one year) in addition
to their coursework and student teaching. Experiences include, but are not limited to,
working collaboratively with a supervising or mentor teacher, team teaching, weekly
reflection with peers, participation in school-wide activities, completing university
methods courses in the elementary school in lieu of the university, and completion of
student teaching at the completion of the program (Perry, 2011; Westbrooks & Alea,
2007)
NCATE (2007) Standard 3 indicates performance-based field experiences are
schools connected to the teacher education program that provide well-designed
opportunities to learn by doing. Caprara et al. (2010) argue that many reformers and
professional agencies, such as Dewey (1965), Barth (2001), the Carnegie Forum on
Education (1986), and the Holmes Group (1986), all advocated for the essential role of
field experience in the preparation of teachers. As a result, teaching standards are higher
now than ever before, and teacher candidates are required to have a longer field
experience to develop skills necessary to construct and manage diverse learners and to
self-reflect on their classroom practices.
Field experience is an intricate aspect of field-based teacher preparation programs
which employ the foundation for the teaching profession by affording field-based
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participants hands-on, authentic experience in classrooms of various levels and in the
community (Andrews, 2009; Edwards & Kuhlman, 2007, National Council for
Accreditation of Teacher Education, 2002). NCATE recommends that teacher candidates
have collaborative field-based experiences through the duration of their teacher
preparation program. Collaborative field experience affords teacher candidates the
opportunity to experience the teaching profession and engage in dialogue about the
various challenges that teachers experience daily. Abell (2002) emphasis that the field
experience transpires during the methods section of teacher preparation programs, where
teacher candidates spend time in the classroom to learn from practicing teachers.
NCATE Blue Ribbon Panel (2010) examined the “status of the field-experience” and
found a number of inconsistencies in teacher preparation, such as the length of time a
candidate spends with a mentor teacher, length of field-experience time, requirements for
student teaching, or no clinical experience whatsoever. A review of literature reveals that
existing research on “field experience appears to be somewhat equivocal as the learning
that occurs during field experiences and appears to be highly contextualized and uneven”
(Ritter, Powell, & Hawley, 2007; Téllez, 2008, in Caprara, Caprara, & Helfeldt, 2010).
Franco (2006) adds that teacher candidates’ knowledge about lesson planning and
teaching are influenced by the experiences encountered in their teacher preparation
courses and affect the kind of teacher they will become in the future.
Catapano (2010), in Preparing Teachers for Urban Schools: Evaluation of
Community Based Model, states that field-based programs in neighborhood schools help
participants make a connection with the teaching profession, pedagogy, and content
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covered in the university courses. An advantage of interpretive research is the ability to
interview, which provides significant data to understand a broad range of experiences
from the field. During the interpretive process, participants are encouraged to reflect on
their experience to embrace the meanings and experiences brought to them. Eliciting a
verbal account of experiences involves questioning, in order to reveal the perceptions of
the participants. Interpretivism assists in understanding how these experiences and
perceptions change as a result of longer field experience. Field-based teacher preparation
programs are organized to plan, act, and reflect in order to offer participants customized
courses to connect with the cultures of the children in public education (Adams et al.,
2005; Andrews, 2009; Edwards & Kuhlman, 2007; Gomez, 1996; Lenski, Crawford,
Crumpler, & Stallworth, 2005).
Field-based teacher preparation programs provide teachers with the opportunity to
experience the reality of the teaching profession. Longer field experiences in schools
afford principals and school districts the opportunity to groom future teachers (Glazer &
Hannafin, 2006; Adams, Bondy, & Kuhel, 2005; Hollins & Guzman, 2005; Leland &
Harste, 2005). Many Colleges of Education nationwide are implementing field-based
teacher preparation programs to offer long field experiences and prepare teachers for the
teaching profession (Duncan, 2012; Glazer & Hannafin, 2006; Zeichner, 1996).
Interpreting the perceptions of graduates from field-based teacher preparation programs
and the meaning of the various roles groups deserves investigation for the
implementation of future programs and preparation of participants.
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Field-based experiences involve a large number of participants, professors and
mentor teachers placed in a number of collaborative schools, and the exploration of
participants' perceptions of their experiences is imperative. Investigating how field-based
teacher preparation program experiences negatively or positively influence participants'
perception of the teaching profession plays an important role as we strive to improve
teacher preparation nationwide. The on-going desire to gain a clear and concise
understanding of field-based teacher preparation programs and the meaning these field
experiences have for the graduates will assist researchers, policymakers, and educators in
the development of curriculum and the analysis of theories, data, and policy to enhance
educational research and methodological skills and comprehension.
Research on field-based teacher preparation has been conducted on teacher
mentoring and alternative certification, but no research is evident on the experiences and
perceptions of participants in these programs, particularly in FB/TPP. To address this
gap in the literature, interviewing strategies of Kvale (1996) and Seidman (2006) and
interpretive research analysis was implemented to explore the perceptions and
experiences of graduates from an inner-city field-based teacher preparation program. It is
critical to understand the experiences and perceptions of field-based participants in order
to determine whether field-based teacher preparation programs “better prepare” future
teachers for the teaching profession. Research argues that field-based teacher education
programs are in line with many current teacher education programs based in a positivist
tradition, in which discrete courses are offered, fragmented between departments, and
with little or no connection to field-based experiences (Grimmett, 1988; McWilliam,
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1994; Zeichner 1999). Kingsley (2008) contends that the implementation of coursework,
extended field experiences, and a “strong mentor teacher” provides participants the
opportunities to develop their teaching philosophy.
Research between 1986 and 1996 argues that a request for significant changes in
teacher preparation was needed as a foundation for educational reform efforts. Many
reform organizations believed that teacher preparation should be rigorous and more
authentic in order for teachers to manage the ongoing challenges in the classroom.
For many years, policymakers and teacher preparation programs have based their
knowledge of the preparation of teachers on state and national assessment data and
results that were identified from state teacher certification programs. A review of the
literature insinuates that there is a gap in educational research on graduates’ experiences
and perceptions in field-based teacher-preparation programs. Some argue that it is
necessary to modify the amount of field experiences in order to challenge emerging and
existing teacher perceptions of the teaching profession (Crawford, 2007; Fletcher & Luft,
2011; Jones & Carter, 2007; Lemberger, Hewson & Park, 1999).
Some field-based teacher-preparation programs differ from traditional teacherpreparation programs in that they require the minimum of one year of field experience
and participation in methods courses at their assigned field-based school. Humphrey and
Wechsler (2007) argue that in the absence of preparation programs, teachers who are
hired to teach develop perceptions that are based on their experiences as students or
helpers in a classroom (Darling-Hammond, 2007; Humphrey & Wechsler, 2007). The
hermeneutic theory of Heidegger (1962/1927) and Gadamer (1990/1960) introduces the
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exploration of participants’ experiences and develop a deeper understanding of this
researcher’s personal position, which guides the research process and facilitates how to
make sense of the data gathered.
Need for Study
A review of the literature on field-based programs nationwide indicates that such
programs are a growing phenomenon that offers longer authentic field experiences for
future teachers. Current research on field-based programs examined whether longer field
experiences contribute to the preparation of teachers for the teaching professions
(Darling-Hammond, 2005; NCATE, 2007) and whether field-based teachers experience
meaningful dialogue with classroom teachers or principals as part of their preparation
(Beisser, 2008). A field-based teacher-preparation program is not a new phenomenon in
the field of education (Adams et al., 2005; Cristo & Gimbert, 2002; Zeichner & Melnick,
1996). A review of educational research demonstrates a critical need to further the
relative contributions of field-based teacher-preparation programs in order to identify
whether participants are being prepared for the teaching profession.
In Preparing Teachers for a Changing World (2005), Darling-Hammond suggests
that teacher educators and researchers have pondered for many years how teachers learn
and develop for the teaching profession. Clearly, more research is needed to identify
whether these programs prepare teachers adequately for the profession. Seidman (2002)
validates the argument that much research is done on schooling in the United States, yet
very little is based on studies involving the perspectives of the students and school
communities whose individual and collective experiences constitute schooling.
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Interpretivism Literature Review
Interpretivism is critical because it helps to elucidate how the experiences have
prepared the graduates for the teaching profession. It provides the researcher and the
participant a foundation from which a method of inquiry can emerge to analyze and
reflect on their experiences and identify perceptions of the preparation received. It
provides an understanding that what is being researched is an interpretation of what is
being studied. While there are many detailed categories of interpretivism, those that
brought us to the theory that informed this study are social interpretivism, critical
interpretivism, and the newly introduced term, sociocritical interpretivism. Within
sociocritical interpretivism, an explanation of language, culture and experience (LCE) in
the field-based program provide context for this study.
Interpretivism: A Working Definition
The term ‘interpretivism’ is used to imply strategies used in the field of sociology
to interpret the implications and actions of actors according to their own subjective frame
of reference (Blaikie, 2007; Gerring, 2003; Taylor, 1994). Winch and Taylor define
interpretivism as the linguistic interpretation of actors’ meanings (Winch 1990/1958;
Taylor 1994); here interpretivism is integrated with observation techniques during the
interview, which seek to understand the participants' actions and language within the
field-based program.
Gerring (2003) alludes that interpretivism may be viewed as a form of ‘truthconstruction’ that relies on test with external reality. He contends that meaning is derived
by analyzing the context of an action or event and identifying how the surrounding set of
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actions, events, and interpretations are connected. In this context interpretivism is an
epistemological stance to underscore educational research. Blaikie (2009) presents
interpretivism as a theory that originated in the works of hermeneutics and
phenomenology, which was essentially concerned with the difference between the subject
matters of the natural and the social sciences that requires a scientist to invent concepts
and theories for description and explanation (Blaikie, 2009). In addition, Blaikie explains
that interpretivism warrants the development of concepts and theories for description and
explanation, studying the nature from the 'outside' and making choices on what is
relevant to the problem under investigation. By examining the social phenomena from the
perspective of interpretivism, social phenomena demands an understanding of society
that people have created and reproduced through their on-going activities. However,
interpretation is an on-going process of personal experiences, encounters with others,
self-encounters, which develop meaning during social activities, and the understanding of
what is necessary to make sense of the various activities. To this point, social experience
is interpreted prior to the arrival of the participant or researcher (Blaikie, 2007).
Conversely, Williams’ (2012) position states that we should use data to generalize
during the interpretive process. Williams advocates that, although interpretivists take a
broad view, they deny the possibility of oversimplifying. Guba and Lincoln (1994)
maintain that it is impossible to oversimplify the interpretive process. Williams advocates
that interpretivism must employ a special kind of generalization called 'moderatum',
which should limit the use of generalization in interpretivism. Current research on
interpretivism illuminates the theories of Weber (1996), Schutz (1899-1959), and Winch
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(1926-1990) as an integration of hermeneutics and positivism, grounded in “German
intellectual tradition” and in “British ordinary language” (p. 124). Weber contends that
the social world cannot be described without interpreting how individuals use language
and symbols to construct what social practices and experience mean to them.
Additionally, justification of the social behavior could not be complete unless it
adequately describes the role of meanings in human actions.
Blaikie (2007) maintains the founders of interpretivism followed the ‘Classical
Hermeneutics’ theory, which pursued and established an objective science of subjectivity,
with the aim to validate the knowledge of meanings that constitutes the social world, an
appeal to an imagined whole (Blaikie, 2007; Gerring, 2003). The central tenant of
interpretivism helps to derive meaning through social actions, patterns in social life, and
the nature of the meaning. Weber (1964), Schultz (1962), and Winch (1958/1990) argue
that the interpretivists question the relationships between social actor concepts and
meaning, and the concepts and meaning used in identifying social theories. Conversely,
Schwandt et al. (1994) argue that interpretivism entails the ability to discover how the
nature of the social world brings meaning to individuals through their daily interactions.
Meaning interpretivism could be misleading because of the ongoing behavior monitoring,
regulation, and justification of behavior.
Holstein’s (1993) theory of interpretivism involves approaching and emphasizing
the meaning of the nature of people’s participation in the social and cultural world.
Further, he indicates interpretivism occurs when the researcher and participant articulate
and engage in on-going dialogue about the experience. Interpretivism allows the
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researcher to understand the perception about ideas and experiences that are important
(Blaikie, 2007; Gerring, 2003; Holstein, 1993). Gerring (2003) also contends that “all”
interpretivists agree that their kind of research (a) searches for “inter-subjective”
meanings, which are contrasted with “subjective” meaning and “objective” facts; (b)
views the importance of attending to the meanings that are attached to the set of actions
or events by the participants under study; and (c) describes interpretivism as being “selfconsciously actor-centered" (p. 2). Therefore, it is understood that interpretivists
periodically view the textual as the object being studied.
Interpretivism as Related to Education
Educators are concerned with addressing the needs of students in the classroom.
In order to address these needs, educators perform pre- and post-assessments to
determine the strategies that can help students become successful. Interpretivism emerged
in the field of education near the beginning of the 20 th century to define the difference
between the nature of the phenomena investigated by the natural sciences and the nature
of those studied by historians, social scientists, and educational researchers.
Interpretivism can be used as a form of pre- and post-assessment to identify how
to address the needs of field-based participants in the schools. Interpreting the experience
of the graduates from their own perspectives ignites a higher level of learning. This
interpretation shows how the preparation of teachers for the teaching profession can be
improved; it guides curriculum and communicates how graduates perceive the
preparation received from the program. Kvale (1996) recommends that the “research
interview is a conversation about the human life world, with the oral discourse
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transformed into texts to be interpreted” (p. 46). Smith et al. describes in-depth interviews
as a “purpose to inform.” In this context, the FB/TPP is the “human life world,” where
interpretivism encourages open dialogue to identify how each experience prepares
graduates differently (Kvale, 1996). Additionally, the theoretical construct of
interpretivism allows participating universities to explore various venues that afford
authentic experiences, self-reflection, and self-evaluation.
Interpretivism can assist in the development of educational data and policy and
assist in analyzing present procedures and theories in teacher development. Interpretivism
can strengthen the basic understanding of issues concerning methods that assist in
problem solving in research (Smith, et. al, 2010). Most importantly, the researcher
develops and interprets his/her research and methodology skills. Educators are constantly
interpreting the behaviors of the students, teachers, parents, and administrators to derive
meaning. The teacher and school community also interpret the school experience to gain
knowledge. Interpretivism allows the exploration of the experiences to improve the
overall experiences in the school and social constructs. From the viewpoint of the
researcher, interpretivism allows the interpretation of the learner and school community
and allows educators to become familiar with interpretive theory.
Interpretivism as Related to This Research
Interpretivism is a foundational component of this research study in that the
theoretical foundation enables educators to engage in a self-reflective process to analyze
their field experiences and perception of the program in which they participated. The
researcher engages in dialogue with the participants from a field-based teacher
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preparation program to identify themes that emerge from their perspectives. The
researcher and participants engage in dialogue, reflection, and interpretation of their
field-based experience while in the program.
In this construct, the research explores the perception of their personal and social
world, experiences, and events (Smith, 2010; Schram, 2001; Kvale, 1996). Interpretivism
fosters the implementation of phenomenology as a method of inquiry in that it enables
phenomenology, gathering, analyzing, and interpreting such data. Phenomenology as a
research method furthers the aforementioned tenants of interpretivism because it provides
a seamless progression from theory to methodology and presentation of pertinent
information as it relates to field-based teacher preparation.
Schwartz-Shea and Yanow (2012) state "interpretivism seeks to understand what
a thing is by learning what it does and how particular people use it in a particular
context” (p. 151). Interpretivism focuses on context-specific meaning rather than seeking
generalized meaning derived from particular contexts. This interpretive field-based flow
of inquiry differs from other works that demonstrate interpretivism in the form of text.
This flow of inquiry communicates the concept of social and critical interpretivism,
especially as it relates to language, culture, and experience.
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Interpretivism in Field-based Teacher Education

Social Interpretivism

Critical Interpretivism

Sociocritical Interpretivism

Language, Culture, and Experience

Interpretivism in
Education

Field-Based
Teacher
Preparation

Need to Study
Articulating the Experiences and Perceptions of Graduates from an Inner City Field-Based Teacher
Preparation Program (INC/FBTP) from a Sociocritical Interpretive Framework

Figure 3. Literature Map and Focus of Inquiry
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Figure 3 presents a conceptual model of interpretivism in field-based teacher
education. The figure demonstrates the flow of inquiry from left to right that formulates
the model social critical interpretivism. Two major conceptual distinctions social and
critical interpretivism, and language, culture and experience are further outlined in this
chapter.
Social Interpretivism
Social interpretivism enables the understanding of how the social world
influences experiences, which, in turn, is collaborative between or among people.
Interpretation occurs in our daily lives or work experience, within the social context.
Behaviors and actions all occur within structure of position, hence, in this context,
experiences are then viewed as socially mediated. This perspective provides a
comprehensive understanding of multiple social and organizational modalities (Rolands,
2005; McLaren, 2007; Schwandt, 1997). The concept of social interpretivism is adopted
and applied from the social science fields and the interpretivist paradigm, and it is then
applied to the field-based teacher preparation programs. Social Interpretivism is an
epistemological assumption where there are multiple implications that are derived from
social interaction and have different meanings relative to others (Erickson, 1986;
McLaren, 2007; Rolands, 2005; Werstch, 1991). Meaning and knowledge are socially
constructed within the context of field-based teacher preparation programs, specifically
as related to field-based participants. Klien and Myers (1999) argue the assumption for
interpretive research in that knowledge is gained or at least filtered through social
constructions such as language, consciousness, and shared meanings (Klein & Meyers,
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1999; McLaren, 2007; Rolands, 2005). Blaikei (2007) agrees with many theorists
regarding how the social environment is constructed through daily on-going interaction
and plays a vital role in the understanding of the social world. In essence, social
interpretivism is an on-going process where people begin to develop meaning for
interactions and assist in the ability to visualize the work experience (Blaikei, 2007;
Bradley & Levinson, 2007).
Research shows that there are number of emerging trends explaining the social
interactions in the field of teacher preparation, but more is needed in the area of fieldbased teacher preparation programs. According to Schoeman and Mabunda, (2012),
current social theory focuses on learning to teach and the socialization process, which
occurs from the first day of exposure to the classroom (Burn, Hagger, Mutton, & Everton,
2000; Robinson, 1999). As such, field-based teacher preparation programs are heavily
influenced by the social interactions between the field-based participants and the school
community, learning experiences, and supervisors’ support (Schwandt, Denzin, Norman,
Lincoln, 2012; Westbrooks & Alea, 2007; Flores, 2007; Dean, 1996).
Social interpretivism also involves understanding the language and cultural
practices as they relate to field-based teacher preparation programs and the social
interactions in the field. Additionally, it explores how the social relations in the fieldbased program foster competitiveness, cultural behavior, and equality within the program
and among the program participants. It explains how and why the program functions off
campus in a collaborative worksite. Curriculum must be viewed from the perspective of
"theory of interest" and "theory of experience" (Giroux, 2011). Theory of experience
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proposes that field-based experience should be socially organized to reflect the social
constructs of language, culture, and power to develop participants in the field-based
teacher preparation program (Giroux1990; McLaren, 2006).
Critical Interpretivism
Joan Wink (2005) defines critical pedagogy as the ability to have a clear
understanding of what is being said, pondered, critiqued, or analyzed as the learning
experience transforms in the classroom (Giroux, 2011; Wink, 2005; McLaren, 2007;
Hinchey, 1998; Freire, 1993). Critical interpretivism is closely linked to forms of control,
issues of justice and equality in relation to the process of collecting, and interpreting data
(Giroux, 2011; Wink, 2005; Hinchey, 1998; Freire, 2005). Critical interpretivism enables
researchers to use, adapt, and apply concepts to deepen their understanding of social
experiences and field experience to develop as agents of change. For this purpose, critical
interpretivism is presented to comprehend research in teacher education, especially as it
relates to teacher preparation programs. Critical interpretivism supports the understanding
of how decisions are made in the field-based program and how the program can serve as
an agent of change toward teacher preparation. It enlightens the perceptions and
perspectives of graduates who participate in the program and their respective preparation.
Additionally, critical interpretivism facilitates a process in which the researcher
learns to interpret the experiences in the field as told by others relative to field-based
teacher preparation programs. Many researchers place great emphasis on questioning, as
did Freire (1993), Hinchey (1998), Williams (2012), and Wink (2005), in their discussion
on critical pedagogy. According to Hinchey (2010), critical theory uses specific questions
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to guide. “Who has power? How did they get it? How did they keep it? What are they
doing with it? How do their actions affect the less powerful (19)?” In addition, how might
things be otherwise to guide our understanding of issues of our world (Freire, 1993;
Giroux, 2011; Hinchey, 1998; Williams, 2012; Wink, 2005)?
Based on the aforementioned questions, critical interpretivism, as related to this
study, requires a response to the following questions: What type of power structure is
prevalent in the field-based teacher preparation program? What specific field experiences
support the participants’ sense of self and place? How do graduates think field-based
programs function to promote change? Critical interpretivism enables interpretation of
data and knowledge of the graduate's field experience by asking critical questions.
Quintessentially, it explores how program decisions are made and how the choices affect
groups differently, who makes the decisions that affect everyone in the group, and who
empowers these individuals? In addition, the following questions were adapted from
Williams’ (2012) Critical Issues in Literacy Pedagogy: Notes from the Trenches to assist
in addressing the following issues of concern in field-based teacher preparation.
They are:
1. What are the benefits of field-based teacher preparation as it relates to teacher
preparation?
2. Who benefits from the program and why does field-based programs privilege
one group over another or all?
3. Does a field-based program serve to maintain inequalities of power?
Critical interpretivism involves interpreting the experiences in the field-based
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program as they relate to learning, classroom pedagogy, language, and culture.
Additionally, critical interpretivism involves interpreting how participants interact in the
program, in the social world, with professors, teacher mentors, and parents. Williams
(2011) states students learn effectively when there is evidence that the learning
environments are conductive to learning, and promote equality. Critical interpretivism
transcends traditional methods of interpreting critical thinking and questioning of the
social world, in this case, the field-based teacher preparation program. It is very
important to understand how field-based teacher preparation programs influence
classroom pedagogy and teacher preparation.
Another important component of critical interpretivism includes interpreting the
experiences of graduates in concrete and applicable terms. The researcher gains insight
into the experiences as it relates to the issues of power, equity, language, and culture.
Critical interpretivism enables the researcher to question those in power and assist
program evaluators in the development of future programs. As a critical interpretivist for
this study, the researcher asked questions that promoted the participants’ abilities to
reflect upon their field experience and how those experiences shaped their professional
classroom pedagogy. As critical issues and complexities in field-based programs are
researched, more than one experience in the field-based teacher preparation program
deserves investigation. Many of these experiences can be linked to class, race, and power
issues. As the experiences of the graduates from INC/FBTP were explored, research
should be extended to explore how an individual's beliefs and language contribute to the
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culture and experience of the program. According to McLaren (2007) "knowledge is
socially constructed and heavily dependent on culture, context, and experience" (p. 197).
Social Critical Interpretivism
Levinson (2012) defines social critical theory as an encounter that seeks to clarify
the rationale for organizational power and discrimination in society, necessary to foster
individual freedom and impartiality. According to Levinson (2007), social critical
theories grew from individual rights and civil liberties to democracy and capitalism.
Many theorists have combined a range of strategies to analyze educational discourse and
its relationship to social behavior. Similarly, contrasting theories, such as social linguistic
theory, critical race theory, social learning theory and critical interpretivism, have been
used to discuss educational phenomena.
More recently, social and critical theories have been integrated as a means of
analyzing field-based participants as related to social status in field-based teacher
preparation programs. It provides a framework for educational researchers to investigate
possible concerns of inequality in the field-based teacher preparation program and seeks
to explain or justify how field-based teacher preparation programs reinforce or preserve
diverse levels of power in field-based teacher preparation programs. A major goal of
social critical interpretivism is to develop a clear dissimilarity between the inaccuracies,
socially plagiaristic notions that are developed among disregarded or underrepresented
groups in field-based teacher preparation programs.
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Sociocritical Interpretivism
Sociocritical interpretivism (SOCI) was employed to explore the intricate nuances
needed to understand the experiences of participants in the field-based teacher
preparation program. Additionally, it allowed us to dive deeply into the field-based
teacher preparation program to understand how and why the program functions as it does,
and the position of the field-based teacher preparation programs within the field of
education. For many years, schools served as the place for social order and discourse.
Conversely, some theorists argue that schools have the tendency to work against fostering
social empowerment. However, being part of a social world includes our daily
interactions and social behavior. The discourse of the field-based teacher preparation
program can assist in identifying changes and transformation in the field of education and
new challenges for theory and pedagogy (Best & Kellen, 2001). Norris (2012) advises
that mediated behavior is a permanent behavior that is always a component of the
experience: engaging in dialogue, expressions, practices, sharing, and experiences, etc.
According to Norris (2009), a mediated discourse is an encounter taken by a person in the
social world with thoughtful measures or resources (Norris & Jones, 2005; Scallon,
1998).
Heracleous (2000) discusses social critical interpretivism as a consequential
understanding of an actor's frame of reference and the key concept that separates the
social from the natural sciences (Weber, 1949). Further, he expands Erickson's (1996)
social critical interpretive theory as introduced as social interactionism. He contends that
there are multiple realities that derive from social interaction and contain various
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meaning for others. Heracleous adds that meaning and knowledge are socially
constructed within the realm of context, during specific times, with specific people
(Heracleous, 2012). Social critical theories seek to analyze the perceptions of the
experiences as they are told during the interview when the participants are engaged with
the intention of researching the various topics or the settings (Schwarts-Shea & Yanow,
2012). Additionally, Rowlands (2005) argues that a person can assume that “Individuals
create and develop their own individual idealism as they engage with the world around
them” (p. 93).
Sociocritical interpretivism allows the researcher to gain a clear and precise focus
of discourse and the central role equity and power play in understanding the many issues
involved in field-based teacher preparation programs. Social critical interpretivism
examines the existing ideologies and practices of the field-based teacher preparation
program and the need for educational and social reform to prepare field-based
participants for the teaching profession. Social critical interpretivism further explores the
social context of engagement, language, and culture as it relates to such programs.
Furthermore, sociocritical interpretivism provides the opportunity to explore the role of
criticism to determine if field-based teacher preparation programs provide quality
education. Leonardo (2004) advocates that quality is proportional to the depth of analysis
that field-based participants acquire during their participation in the field-based teacher
preparation program. SCI explores the program discourse analysis and the participants'
ability to analyze the field-based teacher preparation experiences that result in
empowerment.
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In the field of education, it is important to understand how sociocritical
interpretivism is applied to the teaching profession and field-based teacher preparation
programs. Sociocritical interpretivism (SCI) enables us to understand the role of power
and how field-based participants transform their professional practices. Levinson (2007)
advises that sociocritical interpretivism command that the researcher make clear that
which is normally understood as assumption. SCI supports the field-based participants’
and researcher’s understanding of their assumptions by critically examining the
significance of field-based teacher preparation programs in the field of teacher education.
Sociocritical interpretivism is important in the field of education because it demonstrates
the relationship of LCE and provides the researcher with a foundation for engagement
with the participants in the teaching profession. From the perspective of education,
sociocritical interpretivism helps us gain a clear understanding of how the field-based
teacher preparation program functions, the educational process, participant engagement,
placement of participants and the roles of professors, mentor teachers, and supervising
instructors in collaborative schools.
Sociocritical interpretivism enables the researcher to analyze the social world and
the role of schooling and policies while maintaining and challenging social practices in
the field-based teacher preparation program. It opens doors for many educational
researchers to engage in and advocate for reform in the field of teacher preparation in that
it is informed by personal and social interests that determine educational policy and
practices (Levinson, 2007; Aggers, 2006; Kyung-Man Kim, 2005). As researchers ponder
critical issues and complexities involved in field-based teacher preparation programs,
57

there are many experiences in the field-based teacher preparation program that deserve
investigation. The program experiences can be linked to class, race and power issues. As
the experiences of graduates from an INC/FBTP are explored, research should be
expanded to explore how an individual's language contributes to the culture and
experience of the program. According to McLaren (2007), "knowledge is socially
constructed and heavily dependent on culture, context, and experience" (p.197).
Sociocritical interpretivism lends itself to language, culture and experience constructs in
education, which influences the meaning of field-based teacher preparation programs.
Language, Culture, and Experience
Language, culture, and experience (LCE) play a significant role in field-based
teacher preparation programs. It is worth considering what these concepts have to do with
teachers’ perceptions of the preparation they received (Lytra, 2011; Blackledge & Creese,
2010; Conteh, Martin, Helavaara, & Robertson, 2008; Lytra & Barae, 2009). One way
these can be explored is how they either positively or negatively impact the perceptions
of teachers involved in field experiences. According to Geertz (1979), language and
culture significantly influence the educational discourse in relating to social application
(p. 218).
The use of language, culture, and experience (LCE) changes over time and varies
according to the situation. For the purpose of this study, language is defined as the ongoing verbal and non-verbal cues (behaviors) that constantly change through interaction
and communication with other participants in the field-based program. Language in this
context of culture is an identifier and shapes culture and influences ways in which people
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communicate (Lytra, 2011, Sigh & Han 2010; Blackledge & Creese, 2010; Hayes, 2009;
Contech, Martin, Helvaara, & Robertson 2008; Lytra & Barae, 2009; Raminsky, 2003;
Finnan, 2000; Bruner, 1996; Geertz, 1979).
Shohamy (2007) defines language as ongoing and personal, which encompasses
the nuances of communication. She proposes that it is a means of viewing,
comprehending, and verbalizing in the social world. Kramsch (1994) also argues that
language is a “societal behavior” that people perform daily, creating and interpreting
meaning. Raminsky (2003) maintains the differences in the social roles influence how
language is used. He notes the differences in how home and school contexts represent
different cultures, subcultures, or both, and may influence language acquisition in
different ways. Interpretivists would analyze non-verbal cues (e.g., facial expressions and
body language) and contextual cues (e.g., shared field experiences) to explain the
different experiences from the participants. With this being said, language, culture, and
experiences (LCE) are analyzed in the context of interpretivism to understand how fieldbased teacher participants articulate and communicate their experiences. The culture of
the school community and the field-based teacher preparation all reflect the value that
develops during participation in the program. Utley et al. (2001) define culture as the
following:
Culture is more than just one characteristic, such as race or ethnicity;
culture reflects the unique blending of characteristics among individuals
within groups and may include variables such as socioeconomic status, life
experiences, gender, language, education, sexual orientation, psychological
state, and political viewpoints. (p. 8)
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Current research alludes that language and culture (LC) share a common conceptual core
and a set of related assumptions regarding experience. LC can be used to interpret how
experiences are analyzed. In critical interpretivism, the researcher and participants
develop a level of trust, at which point interpretation begins.
Acculturation is the main challenge for participants in a field experience. As a
result, this new field experience influences participants' perceptions of their own
identities and professional teaching career (Singh & Han, 2010; Hayes, 2009). Our
perceptions are altered by conversations and individual interactions in the field. Every
field-based experience is the result of what is seen and heard, and otherwise experienced
daily. The social interpretation in the program influences individual choices during the
interpretative process (Finnan, 2000). Field-based participants are learning the discourse
and nuances of field-based programs; language lends itself to the social critical
interpretive theory, which entails social practices and develops meaning of the fieldbased participants' experiences. Zaid (2011) suggests that the social-cultural environment
serves as a critical element for language, cultural identity, and learning. Field-based
participants possess their own cultural thought process and expectations of the fieldbased program. As the participants actively engage in the field-based program, they begin
to identify with the role of their new culture as teachers (Brislin, 1993; Geertz, 1973;
Goodenough, 1971; Hinde, 2002; Murrell, 2007; Nieto, 2000; Rice, 2010).
In addition, Zaid (2011) put forward that a cultural environment is a crucial
element for cultural learning and the sociocultural environment, because it provides the
most essential component for language and cultural identity experiences (Abel, 2002;
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Hung, 2008; Varghese et al., 2005; Zaid, 2011). Everyone participates in a form of
learning a culture via communication, working, social, school and home, which is
ongoing, enhanced, and shared in our social world. Researchers view culture as a
constant and unchanging unit that can be accumulated, classified, and observed (Brooks,
1975; Nostrand, 1974). Interpretivists analyze the role of the participant in the
development of culture and the interactions of language and culture in the understanding
of meaning. Paige et al. (2012) call to mind that people emulate a number of observable
behaviors and varying levels of attention to the ongoing importance and meaning
constructed through daily language and cultural experiences (Siaya, Jorstad, Siaya, Klein,
& Colby, 2012).
Language is used in a sociocultural environment to identify the socio-political and
economic tenets that analyze how language, culture, and experience develop the
individuality of learners in the social and cultural perspective (Barac, 2008; Issa, 2008;
Lytra & Lytra, 2011). Sociocultural perspectives entail a strong development of
consideration and thought provided by a person’s culture acting with consideration and
thought in particular sociocultural moments (Wertsch, Bakhtin, & Vygotsky, 1991).
Language, Culture, and Experience (LCE) in the Community
Everyone interprets environments that are rich in language and culture differently.
It provides a growing abundance of cultural experiences that aid in professional
development in the teaching profession. Researchers and educators, such as Goddard and
Woolfolk (2000/2004) and Tschannen-Moran, Woolfolk, and Hoy (1998), evokes if the
issues of culture, language, and experience are addressed in field-based programs,
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participants can develop their cultural awareness and self-worth. In investigating fieldbased teacher preparation programs, sociocritical dynamics explore participants’
interpretations of instruction and communications among peers, with mentor teachers,
and professors. The following questions deserve exploring to comprehend the role of
language and culture (LC) in such programs: How does the field-based teacher
preparation program result in the development of the teacher's identity and learning? In
addition, how is language and culture in field-based teacher preparation programs’
education setting/context defined? Immersion in a field-based community would allow
the participants to make connections in the teaching profession.
Additionally, language and culture (LC) in the school community involves
school-wide mandates, which guide daily instruction, the community where teachers
work, field-based teacher preparation program, and the collaborating schools. The LC in
the school community indicates the daily practices and perceptions of information and
how the information is interpreted. LC in the school community could affect the manner
in which field-based participants perceive the teaching profession, the delivery of
instruction, as well as how they understand the school community as a whole. The culture
of the field-based program encompasses the body of knowledge about the characteristics
of the program. LC is critical because it facilitates dialogue with the entire community.
Conclusion
Research was completed on student teaching, field experience, and teacher
preparation. However, very little research addresses the orally shared experiences and
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perceptions of graduates who have participated in these programs and, in particular, fieldbased teacher preparation programs.
For many years, teacher-preparation program success factors were dependent on
surveys, teacher success on state assessments, and student teaching performance. A new
means is needed to assess the success of what preservice teachers are learning and how
the field experience has prepared them for the teaching profession. Many researchers
posit that field experiences provide teachers with an opportunity to connect theory to
practice more effectively (Beeth & Adanan, 2006; Tigchelaar & Korthagen, 2004). It is
important to understand the experiences of field-based participants in order to assess
whether field-based teacher-preparation programs “better prepare” future teachers by
linking theory to practice. Field-based programs deserve exploration to analyze the
perceptions of participants regarding mentor teachers, coaching, and the goals of the
program. Policymakers, state boards of education, colleges, and reformers might find this
information beneficial to improve teacher preparation field experiences and to use the
experiences and perception as a tool to guide policy and to reform initiatives.
Interpretivism lends itself to phenomenology, a method to collect data on the experiences
of the participants and enables the researcher to analyze the data, so their experiences are
explored and analyzed.
This literature review identified a lack of research in perceptions of participants in
teacher preparation programs and, in particular, field-based teacher preparation programs.
Through this study, the perceptions of field-based participants are examined to answer
the overarching research questions.
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CHAPTER III
METHODOLOGY
The primary focus of this chapter is to provide insight on the participants of the
study, discuss the research on the experiences and perceptions of participants from an
inner city field-based teacher preparation program (INC/FBTP), and explain how the
research was conducted. It was critical to analyze important issues that contributed to
these emerging and evolving perceptions. Interpretivism as a theoretical framework, in
conjunction with phenomenology as a method of inquiry, allowed the researcher to
consciously comprehend, interpret, and make effective judgments about critical
components of the field-based teacher preparation program as it relates to the teaching
profession.
Although there are numerous recommendations for educational reform on teacher
preparation, little research has been conducted on the experiences and perceptions of
participants in field-based teacher preparation programs to ascertain if they are fully
prepared for the teaching profession. The implications for teachers, practitioners, and
stakeholders in the wider education community is relevant and provides clear and concise
issues and concerns from participants in the field-based program regarding their
perceptions of preparedness, knowledge, skills, and attitudes, and relationships and
experiences with professors and mentor teachers that are critical for success. The
methodology provided a basis for the researcher to document specific experiences, as
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perceived by the participants. It was necessary to understand the meanings that field
experiences had for graduates and how they envisioned the teaching profession. An
interpretative phenomenological qualitative research construct was used for this study.
This epistemological framework hinged on the participants’ personal experiences, ways
of knowing, and responses to the field-based teacher preparation program.
Research Design
Phenomenology was chosen as a method of data collection because it unfolds the
meaning of the experiences and perceptions of graduates from the program. This method
assisted the researcher in identifying the individual experiences about a phenomenon as
portrayed by the participants (Creswell, 2009; Gall et al., 2007). It was adopted as a
method to collect data on the experiences of the participants, analyze the data, and enable
the researcher to explore the participants’ experiences. Recognizing that this research
study answers questions related to the experiences of graduates who initially participated
in a traditional teacher preparation program and later registered for the field-based
teacher preparation program provided an understanding regarding the level of
preparedness participants believed they had for the teaching profession.
Critical to this research was providing an interpretation of the participants’
experiences in order to gain in-depth knowledge of their experiences and perceptions in
the field-based teacher preparation program. Seidman (1996) proposes that, in
phenomenological qualitative research, the interviewer makes deductions by conducting
three in-depth interviews. Coding was generated to create themes from the interview data
and appear as major findings in the study. They were used as headings and demonstrated
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numerous participant perspectives that were supported by concrete data. The researcher
then entered the data into a database according to analysis headings (Creswell, 2009;
Lester, 2007). The researcher transcribed the interview by transposing the data from the
oral interview to words on a typed document. The interpretations were coded from
themes identified from the interview, not from the researcher’s interpretations alone.
Most importantly, this interpretation came from the perspective of the participants.
Tenets of Phenomenology
For the purpose of this study, the following tenets of phenomenology were critical
for analyzing, explaining, and presenting crucial information that was utilized by the
researcher.
Listening
The researcher engaged in three levels of listening: active, inner voice, and
assessment. Active listening to the experiences of the participants required concentration
to assure that the researcher clearly comprehended what was articulated and listened for
details. Listening for the inner voice allowed the participants to describe the experience
and feel comfortable in sharing the experience. Last, listening to assess the interview
focused on the process and content, made the most use of the time provided, and allowed
the interviewer to be attentive to nonverbal and verbal cues (Schwartz-Shea & Yanow,
2012).
Conversation
Critical in phenomenology are the conversations between the researcher and
participant. Conversing explored the construction and process of the conversation where
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the researcher's comprehension was developed and maintained. The researcher focused
on what was being said, as well as inflection in the participants' voices during the
conversation. Understanding for meaning and the sequence of the conversation was also
important at this stage (Kvale, 1996; Schwartz-Shea & Yanow, 2012).
Validating the Experience
A collaborative co-construction and interpretation of the experiences between the
researcher and the participant validated the experience during the interviews. The
researcher ascertained internal consistency, clarified ambiguity, and arrived at shared
understanding about the meaning of the experience. Validation became critical as the
researcher focused on understanding the participants' experiences, the flow in the
dialogue, and articulation of verbal and understanding of non-verbal cues (Giorgi, 2009;
Kvale, 1996; Smith, Flowers, & Larkin, 2009).
Describing the Experience
The researcher must allow for the complete description of the experience as
defined by the use of language to articulate the intentional focus of experience (Giorgi,
2009). The experience is made authentic by exploring the nuances related to the
phenomena. The researcher must read the interview in its entirety before the description
begins. According to Creswell (2012), it is critical that the experience is articulated as
clear and concise as possible without any additions or omissions so the necessary
emerging themes will evolve.

67

Interpreting and Analyzing the Experience
The researcher sought to derive meaning of the participants’ experiences by
actively listening, interpreting the meaning of what was said and how it was said. During
the interpretive stage, the researcher was observant and capable of interpreting
vocalization, facial, and nonverbal cues. Additionally, the researcher tried to clarify
ambiguity from the interviews as presented, which was necessary, to understand
meaning, and make connections to the experience (Giorgi, 2009; Kvale, 1996; Smith,
Flowers and Larkin, 2009).
Disclosure of Data
The researcher worked from the findings and applied analytical procedures to
develop concrete interpretations. The researcher was cognizant of potential biases and the
level of sensitivity about the participants' experiences. Data was reproduced in a manner
that restricted the identity of the participants, mentors, professors, and schools. Most
importantly, data, was readable, coherent and concise (Kvale, 2007).
Researcher Bias
Apparent in qualitative research, biases affect the reliability and validity of the
findings and the data. Biases have the tendency to skew the perception of the researcher
and the data that is being transcribed. Specifically, age, race, gender, facial expressions,
body language, tone, and gestures may introduce a level of bias to the participant. It is
critical that the researcher excuse personal experiences and maintain an open mind to
allow the phenomena to emerge in order to understand the experiences of the participants
in the study (Giorgi, 1997; Seidman, 2006). Personal experience as an elementary
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student in an inner city public school and former field-based participant played an
important role in potential biases for this study. Additionally, the manner in which the
researcher asked the interview questions could lend itself to bias. The researcher used
Kvale and Seidman's interview guide to reduce biases by rephrasing or removing specific
questions.
As the researcher and former field-based graduate, there was a possibility that the
field experience could affect personal perceptions and interpretation of the data. Thus, the
researcher was aware of personal perceptions and interpretations and tried not to allow
these perceptions to intrude on the interview and data analysis processes. Personal
knowledge about the field-based program allowed for a deeper understanding of the
issues and concerns brought by the participants. Kvale (2007) argues that preconception
can hinder the analysis process. However, when conducting this research, the researcher
was not a participant. The researcher implemented a number of strategies to insure that
personal biases did not skew the research process, data analysis, or the reporting of the
results. These strategies included, but were not limited to, remaining neutral, describing
experiences in full detail, maintaining an open mind during the interview, member
checking to ensure interpretation is true to the participants’ original ideas, and data
analysis and reporting processes to prevent the biases from skewing the interpretation.
Field-Based Participants
Participants for the study were selected using purposeful sampling. Purposeful
sampling is the ability to identify or select a purposeful group of individuals that will
assist in understanding the participants' experiences in the field-based program (Creswell,
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2009; Seidman, 2006; Mertens, 2005; Patton, 2002). A purposeful sampling was
conducted for two main reasons: (a) the researcher was able to analyze the perceptions of
participants from the INC/FBTP, and (b) the researcher had access to firsthand
information from program participants to assist in understanding the phenomena. Data
regarding the perception of program preparation were collected to determine how the
field-based program functioned and to analyze how the program could be improved to
enhance future teacher candidates’ knowledge and skills to teach in present-day
classrooms.
The sample consisted of four graduates from an INC/FBTP. The inclusion
criterion required that all participants met the following criteria: (a) participated in the
INC/FBTP, (b) successfully completed the program, and (c) were currently employed as
an educator in the field. Participants’ contact information was accessed via the university
alumni directory, which is publicly available. Participants were solicited via general
email or post office and were selected based upon their willingness and availability to
participate. Further, participants were notified by email and U.S. postal services to
explain the nature of the study and to request their participation. There was no form of
compensation for participation in the study, and demographics were not identified nor
recorded to protect the anonymity of the participants.
The researcher asked the participants if they were willing to participate in the
study. Once the participants consented, the researcher contacted the graduates and
explained the study in detail. A meeting time was scheduled at a mutually agreed upon
location and time with all of the graduates who agreed to partake in the interview and met
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the inclusion criteria. The researcher mailed a consent letter and contract for the
participants to complete and sign prior to the first interview (see Appendixes C & D).
The researcher obtained verbal and written consent to record each participant's interview.
Each of the graduates' three interviews were face-to-face interviews, recorded,
transcribed and coded to ensure confidentiality, appropriate reporting and data analysis.
University Background
This research focused on a field-based program at a university located in a
middle-class working community in a large urban area. Enrollment at this inner city
university consists of a diverse population of predominantly African American and
Hispanic students. The community is comprised of a number of highly educated
residents, with a large majority of the adults having obtained one or more college
degrees. Community members are very active in the educational efforts of the university
and its commitment to education. This university is one of approximately 11 higher
education institutions located in the large city. Programs offered include a Division of
Continuing Education and Non-Traditional Programs, extension sites, extension courses,
distance learning, and not-for-credit programs. Like a number of universities in the state,
student enrollment declined following the commencement of the field-based program.
Participants’ Background
Although 16 participants responded, only 4 were available for the interview and
provided dates for their interviews. The pseudonyms provided for the four participants
were Sharon, Lucretia, Yolanda, and LaTonya. The participants for this study were all
African American, non-traditional students whose age range was between 25 and 60.
71

They were enrolled in the field-based program at various times between 1994-2013
during the methods section of their academic program, prior to student teaching. Two of
the participants were undergraduates and two were graduates pursuing educational
degrees and K-12 licensure. The participants were certified teachers while in the
program, nor did they have any professional teacher training prior to the field-based
experience. However, all of the participants worked in the corporate world prior to
pursuing their degree in education, served in leadership and or training positions, and
gained experience working with children, teens, and young adults in youth groups
and community organizations.
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Table 2
Field-Based Participants’ Characteristics
Note. Field-based participants’ characteristics consisted of ethnicity, age range upon
admittance to the program, employment and teaching in other careers, the number of
years teaching after the completion of the program, the year of graduation from the
program and grade level of certification at the completion of the program.

Participant Ethnicity

Age
range

Teaching
experience
in other
careers

Years
of teaching
experience
after
certification

Year
graduated
from FB
program

Sharon

AA

45-55

Yes

17

1997

Middle
High School

Lucretia

AA

25-35

Yes

4

2010

Middle
School
Higher Ed

Yolanda

AA

35-45

Yes

10

2004

High School

LaTonya

AA

45-55

No

2

2012

Middle
School
Higher Ed

Grade level
certified and
employed

Data Collection Procedures
Semi-structured interviews were conducted based upon an interview guide that
was developed by the researcher to address field-based experiences of the graduates in
the field through interviews, discussions, and participant observations. This form of
interviewing combined life history interviews and focused in-depth interviewing
informed by assumptions that were drawn from phenomenology (Kvale, 2007; Seidman,
2007).
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The researcher observed verbal and nonverbal cues of the graduates during the
interview. This form of observation helped to connect with the graduates, interpret what
they were saying, and built relationships with the participants. Many times, when
engaging in dialogue, body language conveys something different from what is said. The
nonverbal cues being observed hints at the inner or true feelings during that
time. Additionally, observing the nonverbal cues assists in validating the experience and
indicates how well someone is listening. When the nonverbal signals match the words
that are articulated, they increase trust, clarity, and comfort in dialogue engagement.
When the nonverbal cues fail to match, they generate tension, mistrust, and confusion
(Patton, 2002).
The interview protocol was designed using the research questions as a framework,
to ask questions, record the interview, and gather data. Research questions that guided
this study are included in Appendix B. The interview protocol consisted of a set of three
separate sets of interview questions. The first set of questions was developed to establish
the context of the participants' experiences or to get to know the participant and to
determine how each participant became involved in the field-based teacher preparation
program. The participants reconstructed their experience with the professors, the mentor
teachers, and in the school in the field-based program. The second set of questions caused
participants to focus on specific details of the field-experience. Participants reconstructed
their experience in the day-to-day operations of the program, and it allowed the
participants to construct the details of their experiences within the sequence it occurred.
The third set of interview questions was created after the analysis of the first and second
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interviews. These questions encouraged the participants to reflect back on the meaning of
the field-experience.
Interviewing
The interviewer gathered data in the form of tape-recorded face-to-face
interviews, hand written notes, and observations during the interview. For the purpose of
this research, Kvale's (1996) seven stages of interview investigation and Seidman's
(2006) three-stage interview process were used. Implementing both Kvale (2007) and
Seidman's (2006) interviewing processes allowed the researcher to record the
participants' explanation of their field-based experiences and focus on in-depth
interviewing techniques to help interpret and inform the meaning of the participants’
experiences (Seidman, 2006). This process provided a template for the researcher to
assist in the overall design and implementation of the interview process and protocol. The
two processes complemented each other during the data planning, data collection, and
analysis stages. The researcher used the two processes to look beyond the surface to
develop questions that allowed the participants to be comfortable enough to discuss and
reflect on their overall experiences. Additionally, the process helped the researcher relate
to, discover, and connect with the participants and the data being analyzed.
Kvale’s Seven Stages of Interviewing
Kvale's (2007) seven stages of interview consist of thematizing, designing,
interviewing, transcribing, analyzing, verifying, and reporting. The stages are displayed
in Figure 4 to assist in understanding and validating the participants’ experiences.
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1. Thematizing. Prior to the start of the interview, designing the purpose of the
investigation and describing the concept of the topic being investigated.
2. Design the study. To gain knowledge about the topic, remembering the moral
implication and obtaining an intended knowledge.
3. Interview guide. Interview based on the interview guide, with a reflective
approach to the knowledge sought.
4. Transcribe. Transcribe the interview material for analysis from oral speech to
written text.
5. Analyze the interview material. Decide which method of analysis is most
appropriate for the interviews based upon the purpose and topic of
investigation.
6. Verify. Determine the generality, reliability, and validity of the findings.
7. Report and articulate the data. Develop a qualitative report that illustrates the
methods and concrete findings.

Design the Study

Verify

Gain the knowledge
about the topic,
remembering the
moral iimplications
and intended
knowledge.

Determine the
Generalizability
reliability,and
validity of the
findings.

Figure 4. Kvale’s Seven Stage Interview Process Used in the Data Collection Process
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Seidman’s Three-Stage Interview Process
Seidman's (2006) semi-structured qualitative in-depth interviewing method
consists of a series of three separate interviews that were implemented to explore the
experiences and perceptions of graduates from field-based teacher preparation programs.
In-depth interviewing is necessary for the researcher to derive meaning of the
participants' experiences. Schuman (1982) suggests that the three interviews allow both
researcher and participant to reflect on the experience, place it in proper perspective, and
(co)construct meaning. The first interview established the context of the participants'
experiences. The second interview allowed each participant to construct the details of
his/her experience within the context in which it occurred, and the third interview
encouraged the participant to reflect on the meaning his/her experience holds for them.
Figure 4 Illustrates Seidman’s Three Stage Interview Process that the researcher utilized
during the data collection process.
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1st Interview: Background Information Relationship
Building
•Establishes the context of the participants' experience
• Gather Background information

2nd Interview: Construction
•Construct the details of his/her experience within the context in
which it occurs,

3rd Interview: Reflection
•Participant reflects on the meaning his/her experience holds for
him/her
•Validate Experience

Figure 5. Seidman’s Three Stage Interview Process Used in the Data Collection Process
During the interviews, it was important for the researcher to take extensive notes
and to process and clarify where necessary. The handwritten notes included observable
behaviors that could not be tape-recorded during the interview process, such as body
language, intonation, and gestures. Extensive note taking validated the experiences by
the participants' behaviors or gestures. The researcher integrated Kvale’s seven-stage
interview process with Seidman’s three-stage interview process to collect, transcribe,
analyze, and report the data during the data collection process over a period of 4 months.
Thematizing, designing, the study, and developing the interview guide are the first three
steps in Kvale’s seven-stage interview process.
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Thematizing
Design the
Study
Interview
Guide
Report
the Data,
Emerged Themes,
Experience, and
Perspectives of
Field-Based
Participants

Figure 6. Kvale’s Seven Stage and Seidman’s Three Stage Integrated Interview Process

The first two of Kvale’s seven-stage interview processes were completed in
Chapters I and II of this research study. The remaining stages took place during and after

79

the actual interview process. Next, the researcher incorporated three separate interviews
for each participant following Seidman’s three-stage interview process. Each interview
lasted approximately 90 minutes. After the data was transcribed, the researcher verified
the data by emailing the document to the participant to verify the accuracy and meaning
as told by the field-based participant. The aforementioned interview procedures were
repeated until the third interview was transcribed and verified. Next, the researcher
analyzed all of the data to identify emerging themes and significant details. Then, the
researcher verified the experiences and perceptions, constructs and (co)constructs
meaning of the analyzed data. Last, the researcher reported the data.
Data Collection
Initial contact was made with the field-based coordinator of the inner city fieldbased teacher preparation program (INC/FBTC) via email to secure the university alumni
book directory and a list of the 1994-2013 field-based participants. The INC/FBTC
coordinator assisted in securing the email addresses of the participants between 1994 and
2013. The coordinator of the IN/ FBTP participants emailed a letter of introduction that
informed the participants of the research topic and a request for their participation in the
research. The data collection process began during February 2014. Between 1994 and
2013, 16 participants responded, indicating that they would participate in the study.
However, only four participants scheduled an interview session for the study.
Transcription began immediately after conducting the interview. The transcriptions were
sent to the participants for verification the next day, and each of the participants
responded within one month. The researcher also scheduled the next meeting upon
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verification of the data in the transcriptions. Table 3 illustrates the actual number of
participants in the study, their ethnic backgrounds, their gender, a timeline of the data
collection process, transcription dates, and the dates when the data was validated by the
participants of the study.

Table 3
Interview Timeline of Data Collection Process
Interviews

Participant #1

Participant #2

Participant #3

Participant #4

F

F

F

F

African
American

African
American

African
American

African
American

Initial Contact

1/24

1/24

1/24

1/24

Interview #1

2/9

2/16

2/27

2/24

Transcription #1

2/9

2/16

2/27

2/24

Validation #1

2/17

2/23

3/3

2/27

Interview #2

3/25

3/22

3/29

3/27

Transcription #2

3/25

3/22

3/29

3/27

Validation #2

3/31

3/25

4/3

3/30

Interview #3

4/13

4/14

4/6

4/13

Transcription #3

4/13

4/14

4/6

4/13

Validation #3

4/15

4/18

4/13

4/21

Gender
Ethnicity
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Data Analysis
Research of this type generated a large quantity of data that was transcribed and
analyzed. The transcribed data was juxtaposed, analyzed, and compared to identify the
quintessence of the phenomenon, for example, the essence of having a mentor, the
essence of developing relationships, or the essence of being a participant in the program.
Denzin and Lincoln (2000) state that qualitative research involves the use and collection
of a variety of practical materials, case studies, personal experiences, life stories,
interviews, artifacts, cultural texts and productions, and observational, historical,
interactional, and visual texts, all of which describe habit and challenging experiences
and meanings in individual lives. Using the personal experiences, gathering background
information and interviews aided in making sense of the field-based program without
imposing preexisting expectations on the participants being researched, which consists of
a set of interpretive material practices, positioned to identify the observer during the data
collection process. Hence, such practices transformed the data collection process into a
cycle of representations, including observation notes, interviews, conversations,
recordings, and memos (Creswell, 2012).
Analyzing the data and identifying themes required a great deal of time. Creswell
(2005) defines themes as smaller codes aggregated together to form a major idea in the
database. During analysis, it was important to examine themes as they emerged during
the data analysis and limit the analysis to five to seven major themes. Creswell (2005)
states there are several types of themes, but the researcher must use the data to identify
themes. A small-scale analysis was used for this study across themes and among
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participants because it allowed the researcher to input data under the various theme
headings that were juxtaposed. During the three interviews, the dialogue between the
participant and the researcher was analyzed, starting from the past to the present
experience in the field-based teacher preparation program.
Saturation
When implementing the phenomenology research method, saturation was
necessary to identify the emerging themes to build layers of intricate analysis from the
interview data, particularly with a small sample of data that was interpreted in its entirety
and focused on experiences. Seidman (2013) suggests that in-depth interviewing
populates a vast amount of data. Although only four participants were interviewed, a
large amount of data was generated as a result of the three interviews. As the data was
read, the researcher identified themes, made notes on the side column of the paper, and
used post-it paper for each theme that emerged from the data. Next, the themes were
placed in one row on a floor and on the wall. The data was then cut into separate sections
and placed under each theme. This same process was performed for each interview for
each of the four graduates. By constantly working and reworking the data and reviewing
it in multiple ways, saturation occurred.
Juxtaposition
Juxtaposition involved interviewing a small sample of participants where the
interpretation was co-constructed between the researcher and the participant. The
researcher implemented juxtaposition to interpret the participants' perspectives of their
field experience. Grbich (2013) explains that the focus during juxtaposition is on the
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complexity of the experience and language, specifically, the researcher focused on double
coding the entire conversation and identifying how the language was communicated and
deconstructed.
Reliability and Validity
Ascertaining the reliability and validity of the data was very important. Critical to
this research was articulating the procedures that were followed to ensure accuracy and
reliability. Reliability and validity is a vital component in determining the suitability of
the instrument in the data collection process (Mertens, 2005). Collectively, reliability and
validity informs the researcher if the instrument properly evaluates what it was intended
to evaluate and determines the truth worthiness of the research (Kvale, 2007, Creswell,
2007, Seidman, 2006; Patton, 2002). Reliability and validity provide avenues to indicate
how the researcher constructed meaning of the experience in the context of the research
phenomena being analyzed (Grbich, 2013). For the purpose of this research, methods
such as detailed descriptions, checking, and clarifying biases were selected to assure the
implementation of reliability and validity.
Reliability
Kvale (2007) defines reliability as the consistency and trustworthiness of
research. He suggests that the researcher should question if the data is reproducible by
others at different times. Other researchers add that reliability is the approach in which
the researcher demonstrates consistency within the research (Trochim & Donnelly 2010;
Kvale, 2007; Creswell, 2007; Seidman, 2006; Patton, 2002). Schwartz-Shea and Yanow
(2012) affirms that reliability assesses the extent or measurement to determine the
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trustworthiness of any research. In understanding reliability, the researcher explained
any discrepancies in the study and checked for consistency among the three interviews
(Saunders, Lewis, & Thornhill, 2009; Kvale, 2007; Fink, 2008).
The researcher confirmed that the data was that of the researcher without
interruption or influence. Gibbs (2007) asserts that the researcher’s approach is
consistent across different researchers and projects. Critical to this research was the
ability to insure reliability through the research process. The researcher provided a
detailed explanation for the focus of the study and the participants' positions, the basis for
their selection, and the context from which data was collected. For the purposes of this
study, the researcher implemented the aforementioned procedures to insure reliability.
Transcriptions
In terms of reliability, the researcher transcribed the language from the
participants' interviews and listened to the audio to verify that the participants’ transcripts
were accurate. The researcher listened to the audio tape more than once to identify
possible discrepancies due to poor audio, noise background, and participants' speaking
low.
Coding
After transcribing the data, the researcher reviewed each line of text, used the
language from the participants' interviews to develop the codes and themes, and then
assigned codes. The researcher continuously reviewed and compared the data and codes
generated by maintaining a daily log of codes. Codes were then either recoded or
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combined where necessary. This ensured consistency with coding throughout the
interviews and the data analysis process.
Crosschecking
The researcher used another person to cross check the codes or compare results
from the research to the codes developed by other researchers. Qualitative research
incorporates a number of techniques to ensure reliability. Three techniques were used to
ensure reliability. First, the researcher provided a detailed explanation for the focus of the
study and the participants' position, the basis for their selection, and the context from
which data was gathered (Creswell, 2013). In addition, data collection and analysis
strategies were reported in detail in order to provide a clear and accurate picture of the
method used in this study.
Validity
Many researchers define validity as a data collection process performed by two
or more researchers collaborating on the research that alludes to the experience or
interpretation discussed in the inquiry and a method of asking questions (Schwartz-Shea
& Yanow, 2012; Creswell, 2012; Kvale, 2007; Behling & Law, 2006; Strugwiz & Stead,
2004; Trochim & Donnelly, 2006). It refers to the truthfulness and accuracy of the
research and the degree to which the method explores what it intended to research
(Creswell, 2007; Seidman, 2006; Patton, 2002). The Standards for Educational and
Psychological Testing American Educational Research Association (AERA) (2014)
suggests that validity is a perception that analyzes the degree to which all gathered data
supports the intended interpretation or purpose.
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In the construct of validity, this phenomenological research study analyzed the
experiences and perceptions of graduates from an INC/FBTP. Seidman's (2006) three
stage interview processes utilize procedures that enhance the attainment of validity.
Additionally, these interviews afford participants an opportunity to make sense of their
personal experiences and their comments in perspective of the research. Above all, the
researcher was able to make connections among the experiences and checked for
consistency in what was said by connecting the participants' experiences and comparing
the three interviews. Validity is apparent if there is evidence of concern for the
participants' understanding and authenticity of what the participants are saying (Trochim
& Donnelly 2010; Kvale, 2007; Creswell, 2003). The researcher implemented the
following procedures to check for the validity of the findings.
Transcription
In terms of validity, the researcher used a digital audio recorder to record the
interviews and took every precaution to ensure accurate transcriptions of the data as told
by the participants. Transcription involves translating the oral experiences of the
participants from an oral language to a written language. Transcripts are interpretative
constructions from the researcher and participant. Kvale (2007) suggests it is important to
recognize the tone of voice, pauses, and repetitions when interpreting or transcribing the
data. This highlights the nuances of the field-based program and develops meaning to the
participants' meanings.
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Member Checking
The researcher conducted a follow-up interview after the first and second interviews to
verify the accuracy of the generated transcriptions, explanations, interpretations, coconstruction of the meanings and themes. Huberman, Miles, and Saldana (2014) indicate
that member checking can enhance the quality of both the data and the final conclusion.
Additionally, member checking assists in “verifying or extend interpretations and
conclusions helps with anonymity problems (p. 63).
Description
The researcher encouraged the participants to provide a very clear and detailed
description of their experience (data collection and analysis strategies). The data reported
as told by the participants allowed for the emerging themes. The focus was on the
distinct descriptions that illustrate the various levels of multiplicity, the differences, and
varieties of the field-based teacher preparation program. Additionally, data collection and
analysis strategies were reported in detail in order to provide a clear and accurate picture
of the method used in this study.
Clarifying Bias
Data analysis and reporting must be free from biases during the validation
process. Reflecting on the biases communicates how the researcher’s data interpretation
is influenced by prior experiences (Creswell 2007; Kvale, 2007). As one of the first
graduates from an INC/FBTP, the researcher brought prior experiences to the study;
however, those experiences did not skew the research because each participant owned
their respective experience. No one experience is the same. Recognizing these biases
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illuminated specific aspects of the research study and added new facets to the study,
which added to the constructed perspectives. It was necessary that the researcher clearly
communicate and clarify any and all biases.
Adverse Data
Daily life experiences consist of both negative and positive experiences.
Reporting both positive and negative data served as a valuable tool to the researcher.
Creswell (2007) suggests that communicating these experiences adds credibility and
validity to the experiences.
Time
The researcher conducted three interviews and spent approximately 90 minutes
with the participants during each interview to develop an understanding of the in-depth
interviews and assist in conveying details about their experiences (Kvale, 2007; Rapley,
2007).
Internal Validity
Seidman (2006) maintains that the three-interview process interprets the
participants' interviews in context and accounts for idiosyncratic ways to check for the
internal consistency of what the participants communicated. Internal validity occurred
after the first interview and continued through the third interview. The researcher listened
to what the participants said, observed the body language of the participants, and
analyzed the data from the first interview. Next, the researcher created follow-up
questions for the second interview to clarify, where necessary. Internal validity was
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confirmed when the researcher asked participants to reflect on their field-based
experience and to reconstruct the experience.
Ethical Considerations
Ethical limits are a judicious component of any form of research. All of the
participants were treated in accordance to the ethical guidelines of the American
Psychological Association (APA) and Institutional Review Board (IRB). Although risks
were associated with participation in the study, a few considerations were kept in mind
when engaged with the participants, designing, and analyzing the study. First, all of the
participants were interviewed in a setting that was most comfortable and selected by
them. During the first interview session, each participant was given an informed consent
form to sign. Secondly, there was a possibility that the participants might experience a
level of stress or discomfort discussing their experience in the schools, their peers, or
their relationships with professors and colleagues. All of these considerations were
incorporated in the research design. Every precaution was taken to ensure the participants
felt comfortable and clearly understood that they had the freedom to withdraw from the
research study at any time.
Two possible types of risk were associated with this research study: during the
interview and after the completion of the three interviews. Whenever data is confidential,
there is always a risk of breach of confidentiality and a possibility that the participant
could be identified as a participant of this study. During the interviews, all of the
participants reflected on experiences that they found unpleasant or upsetting and
comforting. The process of interviewing caused a level of discomfort at times. The
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researcher worked to minimize discomfort, and pseudonyms were substituted in the final
report for all names of persons, schools, and city to disguise the participants' identity.
Every step was taken to disguise the participants in this study.
Limitations of the Methodology
Limitations for this research included: (a) a small sample size, (b) all of the
participants being from the same program but different years of participation, and (c) the
use of interviewing as a method of collection data. The researcher used a small sample of
four students who participated in, and later graduated from, an inner-city field-based
teacher-preparation program, which limited the research from generalizing the data.
Limiting the sample to four participants in the three interviews generated a large amount
of data (Lester, 2012), which allowed the researcher to interpret data more independently.
It was necessary for the researcher to focus on interpreting the oral experiences and
perceptions as articulated from graduates of a field-based teacher-preparation program
into written text.
The researcher’s familiarity with the field-based teacher preparation existed from
personal participation and graduation from such a program. Personal biases while
collecting and analyzing data provided structures that shaped perspectives of the program
and the teaching profession. More importantly, the researcher’s prior experiences were
different from the other participants because the researcher traveled abroad to conduct
research and participate in a field-based program for 6 months. Additionally, the
participants were assigned to different schools each semester versus one selected school
with different academic majors.
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Kvale (1996) explains Gadamer’s theory of interpretivism and maintains that a
person’s preconception can hinder the interpretive process. The researcher must actively
analyze what educators bring to the text and what the text brings to educators. An
important aspect of Gadamer's (1960/1990) theory suggests that during interpretivism,
the researcher must distinguish between the meaning of the text and understanding the
person (Kvale, 1996).
Traditional field observations were not part of this data collection process.
However, the researcher observed the nonverbal cues of the participants during the
interview. This was necessary to determine consistency and validity of the experiences as
told by the participants.
Time and availability were critical during the data collection process. Miles,
Huberman and Saldana (2014) proposes that time allows the researcher to develop a
relationship with the participants of the study. Enough time was scheduled to allow the
participants to speak openly without feeling that they were pressed for time or could not
speak freely. Unforeseen circumstances intercepted the scheduled time of the interviews,
such as traffic, last minute school meetings, and location of interview hours of operation
changed. The participants' availability varied depending upon the start and end time of
their school, and if they participated in afterschool activities. All of the participants
requested to be interviewed during the weekend for the first interview. The participants
then requested to meet during the week to finish the data collection process. All four of
the participants were working in the teaching profession and pursuing their master’s or
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doctoral degrees. The researchers’ time was flexible to accommodate the availability of
the participants. The researcher made sure there was adequate time to interview the
participants and interpret the data for the study.
Location was critical to the data collection procedure because the location
dictated the time the participants would be available. The participants identified locations
that were feasible to them and close to the schedule for the dates of the interviews.
Location was important for interviews because the participants had to feel comfortable to
participate in the interviews and trust that the place would not disclose their participation
in the study. The participants selected each of the locations and times.
Conclusion
The purpose of this study was to focus on the experiences and perceptions of
university graduates who participated in an INC/FBTP. To accomplish this, a qualitative
methodology was used as a means to gain insights and to interpret the perceptions and
experiences of the participants who graduated from such programs. Phenomenology was
used as a method to gain an in-depth understanding of the meaning of the experiences for
the participants. This chapter detailed how phenomenology was used as a method to
conduct structured and semi-structured in-depth interviews, collect data, and analyze
data. In-depth interviewing incorporated open-ended questions, three stages of structured
and unstructured interviews, planning, and preparation (Seidman, 2006).
In this chapter, the researcher provided a clear explanation for identifying themes
and codes from the interviews to gain insight and understanding into the lived
experiences of the graduates who participated in an INC/FBTP. An explanation of why
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phenomenology was appropriate for this research design, the participants, limitations,
biases, and ethical issues were discussed.
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CHAPTER IV
ANALYSIS OF RESEARCH
While previous research discussed field-based perceptions, no research
incorporated the experiences and perceptions of participants until this study. The purpose
of this study was to explore the perceptions and experiences of graduates from an
INC/FBTP. The study sought to answer the following overarching question: What are the
perceptions and experiences of participants in an INC/FBTP regarding their preparedness
in terms of: (a) perception of preparedness; (b) knowledge, skills, and attitudes critical for
participants’ success; and (c) relationships the participants developed with professors and
mentors.
The results of this phenomenological data analysis are presented in the form of
theme descriptions of the participants’ experiences. This chapter is divided into three
main sections: university and participant backgrounds, developed themes, and summary
of findings. The inner city field-based university background information was generated
from the demographic and socioeconomic data available to the public. The participants’
background profiles were generated using the participants’ own words via the interview
processes of Seidman (2013) and Kvale (2012). The interview process focused on the
meaning the participants made of their experiences. After reading all of the participants’
backgrounds and interview responses, the experiences were synthesized, which allowed
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for both researcher and readers to comprehend the social factors that contributed to
influencing the participants' field-based experience. The participants are introduced in the
order in which the interviews were conducted. Each participant and the inner city
university were assigned pseudonyms to assure their identities were protected.
This chapter presents developed themes from the data analysis process. Each
developed theme is supported by sub-themes that were generated from the data analysis.
Ultimately, these themes and sub-themes provided insights into the experiences and
perceptions of each participant as it related to their preparedness for the teaching
profession. The second section presents the summary of the findings.
Three out of the four participants (Sharon, Yolanda, and LaTonya) reported that
they gained experience as a teacher in other career fields prior to engaging in the
program. After the completion of their respective field-based program, three of the
participants reported at least 5 years or more of experience as a professional working in
the educational field. Participants’ majors included elementary education, secondary
education, business education, and higher education.
The subjects in this study participated in a 2-year field-based teacher preparation
program at two or more schools in the inner city teaching in elementary, middle, and high
schools. According to the participants, the field-based teacher preparation schools were
located within the minimum 10 minutes (2 miles) to 1 hour (22 miles) from the home
university. Participants traveled to their school locations by car, bus, or metro. Partner
schools in the Field Based Teacher Preparation Program were located anywhere from 5 to
25 miles away from the university location, and all schools were located in a large urban
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environment with a high crime rate. Schools were diverse, but the specific percentages of
the various ethnicities of each school are unknown. In addition, the schools had a high
percentage of students eligible for free and reduced lunch. Only two of the five partner
schools were meeting Annual Yearly Progress (AYP) at the time of their participation in
the program. Figure 7 illustrates the location in miles and street numbers of the inner-city
field-based school placements.
Two participants were paired to a school, but each participant was placed in a
different grade level at the given school. Each semester, participants were placed in a
different grade level, so within the 2-year program, each participant was placed in two
grade levels in two different schools, four grade levels overall. Three of the four
participants indicated that part of their curriculum required engaging in volunteer
opportunities within the inner city and community. All four of the participants were
actively engaged in the field-based program and successfully graduated from an
INC/FBTP.
Three of the four participants successfully obtained their teacher certification, and
all of the participants were working as educators in an academic setting at the time of this
study. Two of the participants were classroom teachers and had taught longer than 5
years after the experience, and the other two participants left the teaching in a selfcontained classroom within the first 5 years of working in the teaching profession, but
currently worked in another educational career field.
The data presented is internally consistent among the three interviews. The
interviews were conducted within 2-3 weeks apart. Sideman (2013) suggests internal
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consistency develops during a length of time and adds validity to what is being said by
the participant. During the interview process, a number of observed behaviors among the
participants included long and short pauses, loud and soft laughter, crying, staring out of
the window, smiling, and waving hands over the table. This behavior verified that the
participants pondered seriously with questions as to the value of the program as it related
to their perception and preparedness as first year teachers and added validity to the
experience as told by the participants during that time. The interactions between the
researcher and the participants in terms of understanding the social context of their
experience of and lived realities (the assigned school, mentor teachers, parents, and
students), provide an understanding of participants' experiences and draw on previously
acquired cultural knowledge. As a result, assumptions about the field-based teacher
preparation program can also be understood. Socially, field-based participants are placed
in neighborhood schools that may differ from their own, which potentially fosters
meaningful and effective field experiences within the school community.
Developed Themes
The following themes and 19 sub-themes became evident when discussing the
experience with the four participants interviewed. The following themes developed, and
definitions were generated from the interview data. The significant details are the topics
that were discussed by the participants that were important to discuss but did not have the
same level of importance. The participants indicated that the significant details were
important in their development. Table 4 illustrates eight themes and definitions that
developed from the responses from the interview questions. Additionally, the table
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presents the 19 sub-themes themes and 11 significant details that correlate with the
themes that emerged during the data line by line coding and analysis process.
The next section is a discussion of the first theme and significant details that
developed during the data analysis process titled "Perception." Sub-themes discussed in
this section include daily challenges that the participants discussed that influenced their
perception of the program. Some of the daily challenges discussed by all of the
participants included transportation to the assigned schools, community service projects,
personality conflicts, and financial strains.
Table 4
Themes, Sub-themes, and Significant Details
Developed Themes
Perception
Participants’ views and opinions of the
program and preparation received to
prepare them as professionals
Experience
Something that contributed to preparing
the participants for the teaching
profession while participating in the
program or something that negatively
or positively impacted their decision of
becoming an educator.
Preparation
Understanding the role of the teacher
and whether they had the knowledge
base to fill the role.
Teacher Efficacy
Teacher efficacy as defined by the
dialogue with the participants is selfconfidence and self-actualization that is
based on the ability to connect with a
diverse population of students and
assist in their academic development.
Disposition
The knowledge and skills developed
necessary for professional educators

Sub-themes
• Daily challenges

Significant Details
• Prior knowledge

• Protective behavior
• Volunteerism
• Life experience

• Positive or negative
experience

• One-on-one mentoring

• As a first-year teacher
• Understanding the
role of an educator

• Knowledge and skills

• Available resources
• Delivery of
instruction
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• Professional
Collaborative Relationships
The ability to effectively develop
relationships
relationships and communicate with the • Coordinator
program community
• Trusting relationships
• Participants’ strengths
and weaknesses
• Strengths
Program
The nuances of the program
• Weaknesses
curriculum, professors, participating
• Strengths
schools and participants and
• Weaknesses
coordinator

Recommendations
Suggestions to recruit participants and
improve collegiality between the
participants, university, and school
mentors

• Leadership
ª Financial resources
• Prepared participants
• Lack of participating
schools
• Lack of university
support

• Financial
• Expansion
• University support
• Professional
development
• Feedback
• Record keeping
• Curriculum

Perception
Perception was defined as the views and opinions of the program and preparation
received to prepare the participant as first year teachers. The participants perceived that a
number of factors contributed to and highly influenced their success as a first year teacher
and learner. Some of the factors that were discussed included prior knowledge,
experience, course load, interactions with other participants and community. The prior
knowledge that the participants brought to the program influenced their peer
collaboration, learning, peer interactions, and perceptions of the teaching profession
while in the program.
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Daily Challenges
All of the participants indicated that they perceived participation in the program
as eliminating some of the daily challenges of traveling to the university to attend class
on campus, maintaining employment, and personal issues. However, the participants still
had difficulty in balancing school expectations with their personal lives, the demands of
the field-based program, and completing the required program coursework. This was
evident in her conversation, when Lucretia said, "We had full-time jobs, and had to find
financial resources to travel to the sites and still complete the program course work."
Most of the participants realized that the teaching profession was not a glorified
profession. Many times educators have to deal with personality conflicts and daily events
constantly changing. Most importantly, educators have to be flexible and ready for
anything to happen. These experiences played a major role in their decision to seek or
not seek employment in the teaching profession. Sharon stated, "It gave me a sense of
awareness of the teaching profession. My perception of the program was like this is
incredible because this is what you do in a real world." However, another participant
indicated that being placed in various communities heavily influenced her perception of
the teaching profession. Lucretia said, "My perception was enhanced by being placed in
schools that were located in various low socioeconomic communities." Yolanda said,
"This experience would help me interact with the inner city students, and I was not afraid
of being in the community as many of my peers in the program." This experience was an
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opportunity for her to understand and connect with the community elements and the
students.
LaTonya indicated that the program changed her perception of the teaching
profession and heavily influenced her decision not to pursue a teaching career. She said,
"I can deal with one or two of them in the office but 30 in the classroom. No! They are on
high energy and they are not going to curse me out!" This was the turning point for
LaTonya; she said, "No, the classroom is not really for me." This experience negatively
altered her perception of the teaching profession and the students in the classroom that
she would later teach. This was unique to Yolanda because of the experiences she had in
two of her assigned schools. Latonya stated that having a time to reflect and share with
the other participants and professors in the program developed her ability to problem
solve and provided her with a wealth of advice that developed her self-confidence and
ability to handle various classroom situations.
Experience
The second theme that developed from the data analysis was "experience." For the
purpose of this research, experience was an element that contributed to preparing the
participants for the teaching profession while participating in the program. Analysis of
the participants’ experiences revealed a number of similarities and differences.
Similarities included the amount of time spent in the field, the school community, the
wealth of knowledge and skills available to them, the on-going support from the
coordinator, and the life experiences gained from their assigned schools and volunteering
in the community. However, there were some notable differences experienced among the
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participants in the program, program requirements, and relationships with the assigned
school mentor and supervising teachers, relationships with university professors and the
classroom experiences. For Lucretia, the program had a limited number of participating
schools. In addition, while she was in the program, two participants were awarded
scholarships to either study abroad or at another university. The field-based program
allowed one of the participants to travel to Minnesota and the other one to travel to Japan
to conduct educational research. Additionally, Lucretia indicated that the program had a
great deal of university and college support from the assistant dean and the dean of the
College of Education. The remaining participants indicated that their program had a wide
selection of participating schools, an optional study abroad component, and required
community service, but the program lacked university and college support to continue to
promote the program.
All of the participants indicated that they had a very positive experience from the
first day, including meeting the program coordinator and learning about the dynamics of
the field-based program. They spoke highly about the relationships that developed,
including the way the coordinator approached and communicated with potential
participants and the availability of resources to the participants as one of the most
important aspects of the program. They were impressed with the level of professionalism
modeled by the coordinator and the attentiveness to the needs of the students, and they
indicated that these were key factors in recruiting education majors into the program.
Yolanda described her first impression and experience with the program
coordinator before entering the program, when she was having difficulty with one of the
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deans in the college of education. She learned that the university had a program that was
"connected to her program" of interest and she wanted to learn more about the program.
She overheard the coordinator answering questions for another student interested in the
field-based program. At the time, Yolanda was not involved in the program. Therefore,
she decided to wait and listen to gather more information. She was impressed with the
coordinator because the coordinator explained that she was busy at the present time but
would be "available to speak with her in 30 minutes." After speaking with the coordinator
and receiving valuable information about the program, Yolanda indicated that she then
enrolled in the program because she wanted a program that had a "school and university
connection." She said, "I could not imagine what I would have done had she not been as
involved as I was."
LaTonya shared how the interactions with the program coordinator resulted in her
developing self-confidence and reaching out to the younger participants in the program. It
was evident from the participants’ comments that the coordinator modeled the behaviors
that were expected of all of them. LaTonya said, "She made herself readily available to
assist the participants and had an open door policy to encourage participants engage in
dialogue with her."
Interactions with the coordinator and mentors included actions and events that
were directly connected to the teaching profession, rules and regulations, communication,
and field-based decisions. The daily social interactions in the program provided unique
experiences, such as volunteering in the community, developing relationships with the
mentors, peers, professors, and program coordinator, all of which empowered the
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participants and assisted in their development as professional educators. The community
in this sense is the field-based teacher preparation program, the participating schools, and
the school community. For example, when asked to describe her experiences in the fieldbased teacher preparation program, Lucretia indicated that she was one of the original
participants in the first field-based teacher preparation program, one of the first graduates
from the program, and the program was the first of its kind at the university and in the
community. She said, "I was pleased because I was placed in real classrooms with real
experiences instead of a school that was a cookie cutter school where everything was
perfect." Lucretia appreciated having the opportunity of being placed in a school where
nothing was staged or hidden from her experiencing the impromptu classroom events and
realities of the teaching profession. LaTonya said her experience allowed her to see the
students being disrespectful, using profane language, and not having materials for class.
"I was able to see everything that I needed, and that I would experience in a room, in a
real life setting as a new and incoming teacher." This experience allowed Lucretia to
identify ways she could connect with the students by engaging in daily conversations.
Sharon indicated that the program taught her "how to deal with people, a kid
crying, a parent or someone is unhappy, and hands-on experience in different
environments." Yolanda shared her experience with the inner city university faculty and
staff when she questioned her role as a student and how her teaching program would
connect her to the community. "I really didn't have a good experience at the university."
Sharon shared that her interactions with some of the professors and mentor teachers were
unprofessional and that she was not happy with the interactions while in the program,
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more specifically, the interaction with the home university, when attempting to gather
information regarding certification or financial assistance.
Protective Behavior
The next sub-theme developed was protective behavior that was modeled by the
on-site mentors and school staff toward the field-based participant. LaTonya developed a
sense of respect and appreciation for the staff because of their display of respect for her,
protective behavior, and the professionalism of the school staff. LaTonya indicated that
the mentor teacher would allow her to leave immediately after the bell rang because the
individual did want her at the school late. The mentor teacher indicated to LaTonya that
the neighborhood was high-crime, gang infested, and that he did not want anything to
happen to her. This level of ethical leadership style demonstrates care for others, focuses
on truth, and selfless aims.
LaTonya validated the protective behavior demonstrated by the school staff. She
indicated that she was placed in two different schools and the school staff was very
protective of her. She said, "The mentor teacher told me that the school staff was
protecting me and that they did not want me to get involved in anything over there [her
second school placement]." According to Latonya, the neighborhood was drug and gang
infested and that it was not safe during the evening hours at the school. Yolanda indicated
that the field-based program coordinator was protective of everyone in the program daily.
She explained that the coordinator said to her, "Choose her battles; if it didn't pertain to
her classroom don't get involved." Yolanda was troubled with the participants’ affairs and
what was going on at the university. She felt that these behaviors were impeding her
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performance in the program. The coordinator worked collaboratively with the participant
to develop her ability to focus on her professional development in the program, and she
made sure that she met the program requirements. Lucretia indicated that the assistant
dean and the dean of the College of Education were equally protective of all of the
participants in the program and wanted all of them to be successful. Lucretia said the
assistant dean would always find time to ask if “we needed anything?” They showed
compassion and at the same time gave tough love. She indicated the one thing that stood
out the most to her was that the academic field-based team were always dressed
professionally and conducted themselves professionally.
Positive or Negative Experience
Participating in the field-based teacher preparation program not only provided the
participants with first-hand authentic classroom experience, but experience with work
related and personality conflicts among practicing teachers in the field. Two of the
participants explained they had to overcome adverse situations with teachers feeling
uneasy with the field-based participants in the school. All of the participants indicated
developing positive working relationships with the tenured teachers was very important
in the workplace. LaTonya indicated that she engaged in a conversation with one of the
teachers to assure her that as a field-based participant, she was not trying to replace her
on the job. Lucretia indicated that she had to step back a little and not appear as
knowledgeable as the teacher to gain the respect and acceptance of the other teachers.
Last, the participants indicated that they engaged in many conversations to build positive
relationships and to assure that the tenured teachers were comfortable with the field107

based participants. Experiences are very important regardless whether they are positive or
negative. The interpretation of positive or negative experiences varies depending on how
the person defined the experience.
LaTonya indicated that her field-based schools failed to provide her any form of
in-depth experience and that it was an opportunity for her to perform observations and
volunteer services. She indicated that the "majority of her mentoring came from the fieldbased professors and coordinator" while in the program, which made her "a little bit more
prepared and astute for the classroom." This level of mentoring, in her opinion, prepared
her as a participant and caused a level of friction in some of the schools where she was
placed. She said, "they caused problems for me and I was told to be selective in my
dialogue with the teachers because I didn't want to appear more knowledgeable than the
supervising teachers.” As a result, LaTonya felt that the "experience wasn't a good
experience" because she interpreted the conversation as being asked to "hold back from
being herself and teaching." Additionally, LaTonya indicated failing to adhere to the
advice of the professor could ruin her opportunity of completing the program. She said,
"The university professor could give me a low observation rating and that could ruin or
jeopardize my score or chance of completing the program."
Yolanda indicated that she had a positive experience because the program taught
her not to be "afraid to ask questions." She realized that she had reservations about
questioning things that she did not understand but challenged herself to ask more
questions, because she felt that was "the only way she was going to learn." She also said
the programs helped her to assess her personality because she realized it was difficult for
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her to refrain from engaging in dialogue. Yolanda said, "I wasn't going to keep my mouth
shut. Thank God, I changed. So, I learned one thing: if I didn't understand, ask and that is
the only way you are going to learn."
Volunteerism
Although experiences varied among the participants, volunteering was one of the
experiences that continued to surface during the interviews. Volunteering proved to be a
critical component in the development of teachers. It provided an opportunity for the
field-based participants to connect with the school community, network with future
employers, develop, and strengthen social skills through their shared field-based
activities. Volunteering activities for these participants included volunteering for the
university campus and community functions, passing out flyers, and volunteering at the
various museums. Volunteering in the community not only empowered the participants,
but it exposed the participants to the culture and language of the program that developed
their understanding of the teaching profession. Participants were able to comprehend the
social and economic dynamics of the students in their classrooms.
Lucretia expressed her joy as a volunteer with the field-based program. Her
experience began early in the program with the coordinator and continued through the
duration of the program as a volunteer. "The person running the program was very
impressionable and she required that all participants perform volunteer work.” Her first
volunteer assignment was the alumni picnic, where she assisted with "setting up for the
picnic, creating and passed out flyers." Another volunteer experience included
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volunteering in one of the museums where she volunteered as a tour guide and facilitated
student and teacher workshops.
Participants believed that the amount of time spent in the field volunteering
provided them an opportunity to develop the specific professional skills that would
enable them to secure employment as a professional teacher. These skills included
effective communication skills, interviewing skills, and eye contact, active listening,
completing IEPs, assessing students, grant writing, maintaining anecdotal records, and
giving back to the community. The volunteer experience was a platform for participants
to develop as leaders in the community, build character, and become familiar with the
culture of the community. Additionally, this experience introduced all of the participants
as new community member or professionals in the community.
Life Experiences
The participants believed they had professors who provided them with knowledge
that they “could not experience from a textbook” and could only experience first-hand in
actual classrooms. Experiences included personality conflicts, hungry students, students
with hygiene needs, or student without school supplies. The experience was a rewarding
experience because it provided them with authentic classroom life experiences. Sharon
described her first classroom experience with students who did not have the basic school
supplies necessary for their success as students; this classroom experience taught her how
to identify and address the needs of her classroom. She said, "There's no book to prepare
you for the students’ life lessons, when you get inside the classroom, and the spontaneity
of the situations, particularly in the inner city, in different neighborhoods." She indicated
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that teaching in the inner city taught her a life lesson and that she utilized that lesson to
make her curriculum work. The daily classroom activities and challenges cannot be
taught in teacher preparation programs. This was an authentic real life experience that
Sharon did not believe would be present in the classroom. What she observed were
behaviors and needs that she did not expect to experience in the classroom. Sharon
indicated that the experience had deep meaning for her because she was able to provide
basic necessities (paper, pens, pencils, erasers, and lotion) for a number of students in her
classroom. Candidates are not instructed how to handle the abused or neglected student,
the hungry student, or the student who does not have school supplies. The participants
learned to follow their instincts to assist the students in the program without embarrassing
them. It was a “learn-as-you-go” process. The participants indicated that, as field-based
participants, they were introduced to the "school counselor," "how to complete individual
education plans [IEP’s]" for their students and the "school case manager." During the first
week of professional development in the assigned schools, all of the candidates
participated in classroom management training sessions. However, all of the participants
expressed that "no one could prepare teachers for the needs of the individual students in
their classroom."
Lucretia indicated that the participants were paired and assigned to several
different elementary schools in low socioeconomic areas. She said, "It gave me a real life
experience as a teacher and what teaching would be, instead of in schools that were
cookie cutter schools where everything was perfect and it helped me interact with inner
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city students." She appreciated being placed in a school where she could experience
diverse issues students and perform the daily duties of a certified teacher.
Latonya did not give the impression that she had the same overall experiences as
her peers in the program. She indicated her experience was enlightening because it
allowed her to realize that she enjoyed talking with the students and helping people work
through their problems, but she did not want to be a classroom teacher. Latonya said,
“This experience assisted me in identifying that instead of teaching in a class with 30
students, I'd rather be sitting in the office with one or two at a time. I feel that I could do
much more and would be a great success in that area with me."
Although there were a number of similarities among the participants'
experiences, there were notable differences within those experiences. For the first 2 years
of the field-based teacher preparation program, volunteer work was not part of the
curriculum. There were notable differences in the experiences with the school mentors
and university mentors. Other differences included support, guidance, availability, and
resourcefulness. Additionally, the participants indicated that the professor and
supervising teacher experiences varied.
Preparation
Preparation was the third theme that developed. Preparation related to preparing
the participants for the teaching profession and developing their understanding of the
teaching profession. Significant details developed that supported the theme of
preparation: one-on-one mentoring, teacher efficacy, as a first year teacher, and
understanding the role as an educator.
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Preparation included a wide range of knowledge and skills that developed
participants for the teaching profession. Participants brought an array of prior work
experience to the program, such as working with youth programs, working in the science
field, and working with community organizations. Sharon indicated that she had prior
experience working with youth and teens in a variety of youth sports; Lucretia said," I
was able to use the content knowledge for growth, and my pedagogical content
knowledge was sound because I had a great science background and worked in the field
of science." Yolanda indicated that she had experience working with at-risk youth in low
socioeconomic communities in various programs. Sharon indicated that she was already
working in the capacity of an educator. Although some of the participants had prior
content knowledge, they gained critical pedagogical knowledge while participating in the
program.
All of the participants indicated that their overall experiences in the program
prepared them for the teaching profession. In relation to the theme of preparation, the
participants made very strong connections to the overall experience as a significant factor
in their preparation through the program as well as the ability to function in their future
classrooms. Lucretia said, "The good thing about being in the program was I was able to
use the content knowledge for growth." She indicated that the field-based program taught
her how to teach. The program provided field-based participants with authentic and
practical classroom experiences. Participants for this research were placed in different
content area classrooms in elementary schools, middle schools, and high schools in the
inner city. This allowed participants to gain real authentic hands-on classroom teaching
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experience. Clearly, field experience is a crucial component of the curriculum and
program as a participant in a teacher education program.
Although each participant's experience was uniquely different, data analysis
revealed that the participants were prepared far beyond the classroom knowledge they
would gain as a traditional student in the university classroom. Participation in the
program provided them with authentic hands-on experiences dealing with real life
situations in the classroom, situations with culturally diverse students, the nuances of the
classroom, and assessment strategies and communication skills. Understanding the
dynamics of social interactions was significant for Sharon. Sharon shared that various
issues would arise in the classroom, during volunteering, and when she would consult the
program coordinator for feedback while participating in the program. She was impressed
because the coordinator did not have a 'script' or 'book' in which to refer when she made
recommendations to the participants. She described what she called a 'basic code' that
was communicated and encouraged by the coordinator, "Be respectful, introduce
yourself, and give them your sign in sheet.” Sharon indicated one comment that resonated
with her during the program, "DEAL WITH IT!"
Meeting the students was very crucial for Yolanda. She explained that she learned
how to integrate the school-wide curriculum in her lessons to address the needs of the
students and she learned how to prepare herself as a first year teacher. The program "gave
me the opportunity to gain insight into the role of educators and learn how to get the
students to buy into the curriculum regardless of their academic levels and all the
baggage that they bring to the classroom." Sharon explained how the program developed
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her skills to address the diverse learning needs of the classroom and how to modify the
curriculum materials based on each individual student in the classroom. She said, "The
field-based training program allowed me to understand the whole issue of differentiation
and that differentiation is not something that always comes with curriculum."
Clearly, this is not something that is taught during the methods courses of teacher
training. This is a critical component for teachers to learn while in the field to assist in
their development of culturally diverse classroom situations. Diversity is a major
identifier as to how the demographics (gender, racial, and income) are changing in
today's classrooms.
Preparing participants for the rapidly growing culturally diverse classrooms and
behaviors that they will experience in the inner schools is critical to the professional
development of first year teachers. The term “inner city” implies its location in a city or
densely populated community that serves predominantly low socioeconomic income
families and minority students. Preparing teachers to be successful in the inner city
schools involves a field experience designed to develop the knowledge, skills, and way of
thinking necessary to become highly quality and effective teachers immersed in the inner
city schools.
The program focused on the participants’ competencies, which developed the
curriculum to address the diverse needs of the students, how to use the curriculum, how
to demonstrate mastery of the subject being taught, the ability to self-reflect and set
learning goals, and evaluate the success of the students. As Lucretia thought about her
experience and how she became empowered while in the program, it reflected the
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curriculum and goals of the field-based program. She was able to understand various
components of the program and apply various concepts in the classroom. The participants
identified specific instances or situations that helped in their preparation. Both Sharon
and Yolanda indicated that the program prepared them as professionals by conducting
interviews, selecting professional attire, requesting letters of recommendation and
refining their communication skills. Lucretia indicated the program prepared her by
placing her in schools that were in low socioeconomic areas. Sharon indicated the fieldbased experience prepared her for the teaching profession. "It let me know, if I was going
to teach, it showed me what I was up against with these kids up to that age and
disrespectful." Both participants indicated that the experience exposed them to “homeless
students", "students who didn't have parents", "students and parents who had drug issues,
and students who were placed in inclusion programs." She felt overwhelmed by the
experience with older children and realized that she would have to work with the same
type of students in her classroom.
All of the participants indicated that, while participating in the program, they
learned how to align instruction with the state standards to guide instruction and use a
wide range of assessment strategies as a tool to evaluate student performance and
differentiate instruction. Specifically, participants indicated that the field-based program
focused on developing their ability to develop different forms of assessments, and
develop student portfolios and journals.

116

One-on-One Mentoring
During the interview process, it was clear that the one-on-one mentoring received
by the participants from the coordinator and university mentors was a critical component
of the program. It provided someone to confide in, model acceptable behaviors, and
someone to assist in coping with societal issues in the classroom. Sharon indicated that
the one-on-one mentoring from the coordinator and focusing on the nuances of the
classroom were important in preparing her as a first year teacher.
Sharon shared some of the experiences that prepared the participants for the
teaching profession that focused on the classroom. “Besides getting the one-on-one
attention from the mentor, I was able to get real hands-on experience to be like a real
teacher and actually do the things that teachers do on a day-to-day basis and not be scared
to do it." She indicated that her self-confidence for the classroom grew as a result and
that she was able to monitor the classroom, perform on-going assessment, transition
between the lessons, develop a number of skills that taught her pacing, and identify and
address the needs of the students.
As a First Year Teacher
All of the participants believed that, after completion of their program, they were
ready for their own classrooms as first year teachers. They were prepared to handle the
diverse situations, and they were ready to take control of their own classroom. The
hands-on experiences provided to each of the participants while in the program exposed
them to professional skills that would allow them to secure a job as a first year teacher.
Experiences of the participants included effective communication, interviewing, lesson
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planning, classroom management, assessment, collaborative teaming, relationship
building, and volunteering in the community. Participants also learned how to align their
lessons to the standards, how to use a range of assessment strategies to evaluate student
performance, and how to differentiate instruction. Specifically, participants indicated that
the program focused on formative and summative assessments and the use of portfolios
and journals. Not only did the experience prepare teachers for their first year in the
classroom, it also prepared them for the work force. Participants gained critical skills that
would be applicable in any career field.
All four of the participants agreed that the experience prepared them for the
teaching profession as a first year teacher. For example, Sharon clearly communicated
confidence as one of the critical skills that prepared her as a first year teacher.
Yes, my confidence was there. YES! I knew I was ready as far as confidence and
being physically prepared. So, yes definitely my confidence because once you got
the confidence, you act like you been there before and then you're good to go.
Lucretia agreed that the experience definitely prepared her as a first year teacher.
Participant ratings at the end of the program were what Lucretia used to validate her
preparedness as a first year teacher. She indicated that all of the field-based participants
in her program received superior ratings by their supervisors and were hired after
completion of their program and student teaching. She agreed, "Yes, I was prepared." All
of the participants indicated that the observations and semester ratings were used as an
assessment tool to rate them in the areas of knowledge, skills, delivery of instruction,
effective communication, and to determine if participants qualified for student teaching
during the next semester. LaTonya viewed her own preparedness as having the ability to
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walk in the classroom with strong classroom management skills. She said, "Yeah, I can
go into a classroom because it is in me." Although LaTonya felt that she was prepared as
a first year teacher, she determined that she could not tolerate the students being
disrespectful, thus deciding to remain in the teaching profession but in another
leadership/administrative role.
Understanding their Role as an Educator
The role of an educator is very complex. It involves understanding the dynamics
of the classroom, flexibility, understanding diversity, planning, team building, and
professional development. With these participants, understanding the role of the educator
included assessment, mentoring, and modeling, giving back to the community, alignment,
development, and reflection. Two of four of the participants identified mentoring and
modeling as necessary in understanding the role of an educator.
Sharon understood the role of an educator as mentoring students, new teachers,
and colleagues, as well as providing direction. This enabled the participants to develop as
professionals and understand the culture of the school. She explained that during her 2
years of teaching in the field-based program, she developed an important skill called
mentoring. She said, "I am very quick to take someone under my wing and say, let me
show you something." She stressed the value of having a mentor to go to for clarity,
support, or just to have someone to engage in conversation was like a "security blanket."
She indicated that having a mentor was necessary for her and it was an "invaluable
experience." She believed that having a mentor is invaluable and that she was able to
build from that experience as a first year teacher.
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Modeling for the students was a critical component for LaTonya. She stated, "I
understand that I have to be a model figure for the kids." She understood that her role
was not to become friends with the students, but to teach the students to become active
listeners and model this for them. Sharon believed that modeling active listening skills
opened the lines of communications with the students, and the student began to develop a
level of trust with the teacher.
Giving back to the community is how Lucretia understood the role of an educator.
She explained that her role was to "not only give to the community of students who
already has everything but she feels better teaching in a low income neighborhoods." She
believed the best way for her to give back to the community was to identify the lowincome neighborhoods that would provide her with 'real' authentic teaching experiences
in a "real world setting." Sharon thought giving back to community was critical for all of
the participants because it allowed the each of them to develop students from low-income
communities or who experience academic difficulties, develop their self-confidence, and
understand that being a product of the community does not constitute being a failure.
Reflection was critical in understanding the role of an educator for Yolanda.
Reflection allowed the participants to assess their daily practices, identify room for
improvement, and recognize their individual strengths and weaknesses as an educator. As
an educator she understood that she must be “very careful and honest with the students”
and that her role allowed students to “connect' with her because what she did and said
“will have a lasting effects on the students.” She communicated that the program taught
her the importance of connecting with the students. She stated that there was a “need for
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her to be able to connect somewhere with the other participants, and they were connected
like a family.” Yolanda explained, "The field-based training program says that this
particular time and space we are a family, we are a community, and anything we say
here, we exchange between each other and we have an opportunity to share."
The field-based program provided several opportunities for teachers to develop as
first year teachers. Teacher preparation training went far beyond the classroom and
student teaching. It required participants to absorb knowledge through collaboration with
other participants, professors, and mentor teachers, to volunteer in the community, and to
self-reflect on their classroom practices. All of the participants indicated that the fieldbased programs helped them understand what it meant to be a teacher and what it took to
be prepared for the first year in the classroom.
Teacher Efficacy
“Teacher efficacy" was the fourth theme that developed during the data analysis
process. Specific details that enhanced teacher efficacy included collaboration, mentor
teachers self-reflection, feedback, and developing classroom management skills. Teacher
efficacy is defined as self-confidence and self-actualization that is based on the ability to
connect with a diverse population of students and assist in their academic development.
In this study, teacher efficacy differed for each of the participants. The prior experience
and social constructs brought to the program also influenced teacher efficacy. According
to the participants, many factors contributed to their self-efficacy as a teacher. These
factors include improved pedagogical knowledge, weekly reflection, classroom
management, and collaboration.
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Collaboration
One element developed during the data collection process was collaboration. All
of the participants indicated that collaboration was a critical component of teacher
preparation because it fostered team building, reflecting on their classroom pedagogy,
their ability to connect with the students and promoting academic success in their
classrooms. Sharon said, "Collaboration is the key. New teachers needed mentors to
describe "the expectations of the administration or how things are done at that particular
school." All of the participants indicated that their confidence increased significantly in
relation to their ability to teach, classroom management, and meeting the needs of their
students. Participants also indicated that they were able to meet the challenges of the
classrooms in low socioeconomic schools.
Having a program mentor or school-based mentor played a critical role in
teaching the participants how to navigate within the social constructs of the school
culture, develop strategies necessary to collaborate as team members, and develop selfefficacy. All of the participants agreed that their self-confidence evolved as they
participated in the program and that they developed teaching skills and classroom
management strategies, which are necessary as classroom teachers. Sharon said, "I went
from the internship to student teaching and was able to have nonchalant attitude.”
Lucretia said, "I was a potential, certified teacher with a great deal of confidence. I was
offered a job while completing student teaching.” Yolanda said “I developed the skills
and knowledge necessary, and wasn't nervous about taking over the class.” Sharon said,
"I was ready and I had confidence and efficacy; I felt good about the teaching field."
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Conversely, one participant was unclear if being a participant in the program
enhanced her own teacher efficacy. Yolanda said, “I don't really know if it, the teacher
relationship within the field-based program, enhanced teacher efficacy." She indicated
that the program taught her how to be sensitive to the staff and students in her
communication efforts, how to "choose her battles" and develop effective communication
skills with other teachers in the school and program and how to share information.
Sharon realized that many of the participants had different academic majors, and that she
had to learn not to be "judgmental." She said, "The program humbled me. I had to learn
to not discern myself with the participant's reasons and respect them.” She realized that
the program taught her to "become a better person."
LaTonya indicated that the program enhanced trusting relationships between the
participants, the mentor teachers, and university professors. This was evident when
LaTonya said, "one of my supervising teacher's divulged critical information pertaining
to how the schools receive money per student, and personal information about the
students." This information was based on whether or not students were identified for
student services, specifically, students with special needs IEPs. This showed that the
teacher mentor respected the field-based candidate, and the participant could then
differentiate instruction.
In their efforts to develop self-efficacy, participants engaged in weekly selfreflection, self-actualization, and peer feedback. Valuable time was given for participants
to engage in constructive feedback with their peers, discuss classroom and community
challenges, share ideas and strategies learned, and develop effective communication
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skills. This level of comprehension and engagement developed the participants’ abilities
to identify and connect with the school community and to share their field-based
experiences with their peers.
Disposition
Knowledge, skills and attitude can be grouped together to define the participants’
dispositions in the field-based teacher preparation program. The researcher analyzed how
the daily social interactions among the field-based participants produced specific
experiences in the program and which experiences could validate their meaning of the
knowledge that constitutes the field-based program. The program taught problem-solving
skills as the participants transferred classroom learning from the educational theory and
were able to apply the knowledge to real-life situations. Each participant explained how
he or she took control of his or her learning by actively engaging in the teaching and
learning process. For example, participants explained that when they entered the
program, they lacked specific knowledge and skills that were necessary as a teacher.
After participating in the program, they developed confidence and grew as an educator,
and they learned how to deliver instruction. The program allowed them to reflect on skills
that they needed to develop personally and professionally, and some of the participants
believed that the program needed to offer more workshops on lesson planning, basic
skills, and teacher certification requirements.
Knowledge and Skills
Another sub-theme that stood out with all of the participants was the knowledge
and skills gained as participants in the program. Participants found that the program
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enabled them to gain a clear understanding of the nuances of being a teacher and gain
knowledge about the school community and culture. Skills included gaining experience
with the district’s grade book (in-putting grades, taking attendance, and communication
with parents, students, and administration), delivery of instruction, and classroom
management. Participants also indicated that it was very beneficial working in a real
school and experiencing various diverse situations in the classroom that could not be
taught from a book. They also indicated that their knowledge and skills as educators
improved through the placements in different schools and communities and having a
wide array of university professors and mentor teachers.
LaTonya indicated that the program taught her knowledge and skills related to the
paperwork required by the field-based school principal. She said, "I learned how to create
integrated lesson plans, maintain anecdotal records, use different teaching strategies and
assessments, and how to work with IEPs for any students." LaTonya indicated that the
knowledge that she gained from working in the schools helped her to realize that she
wanted to work in the classroom. She was able to see the challenges of being a classroom
teacher. She also indicated that the program assisted in her ability to self-reflect and
recognize that she needed additional work on her writing skills. "Well, the good thing
about it, I was able to use the content knowledge and pedagogical content knowledge for
growth, and being in the program taught me how to teach.” She said, "It came to me that I
was living in a bubble as far as being a teacher was concerned. It is not a glamorous life."
All of the participants agreed that having access to the university professors and
mentors assisted in the development of their classroom pedagogy to improve their
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teaching skills because they were able to engage in dialogue with the professors and
mentors regarding their delivery of instruction. Yolanda indicated that something very
important to her was the feedback that she received from the mentors and professors. She
responded, "I valued the weekly reflection once a week because we were given feedback
from the professors, mentor teachers and other field-based participants.” The participants
learned how to receive positive constructive criticism from the program mentors and
professors to improve classroom pedagogy. Weekly reflection was important to her in
understanding how she could give back to the program, “like doing this interview and
receiving feedback from the mentors and professors." It was important to her to identify
how she could give back to the program or program participants. Yolanda indicated that,
outside of volunteering, she was not giving back to the program. She stated,
Doing this interview was a way for me to give back to the program. I believe that
it is important that I can give feedback about my learning and the strengths and
weakness of the program to offer suggestions for the future.
The program also taught the participants how to ask questions and utilize
available resources to gather information. Yolanda indicated that the coordinator had a
specific skill that stood out during the program, "If there is something that the coordinator
doesn't know or have, or she can't give you, she will say, ‘I don't know let me find out’."
She believed that learning how to ask important questions and being able to get the
necessary resources provided her with an opportunity of emerge as a quality teacher.
Collaborative Relationships
The sixth theme that developed from the transcripts was "relationships."
Developing relationships is an important skill in all career fields and is critical to the
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culture and community of the school. The participants’ thoughts on the collaborative
relationships were analyzed to identify the social implications as they related to the
program. The socialization process developed a sense of community and a collaborative
working relationship between coordinator mentors, participants, and professors. The
significant details that emerged under the theme included professional relationships,
coordinator relationship, trusting relationship, and participants’ strengths and
weaknesses.
Relationships were identified as significant details that played a vital role in the
developmental and learning process that contributed to the preparation and success of the
participant while in the program. The social constructs of the field-based program
encouraged relationship building, team building, collaboration, culture in the work place
and a sense of being. The field-based program served as a cultural foundation for the
participants, where they were able to learn how to work and communicate together in a
socially acceptable and professional way through building relationships.
In regard to the collaborative relationships in the program, the researcher
analyzed how the nature of the program brought meaning to the participants through their
daily social interactions. The daily social interactions were influenced by the participants’
prior knowledge that was brought to the program, the on-going learning process, and
interactions with the program participants, mentor teachers, and professors. During their
participation in the program, the participants developed and associated their own personal
and interpersonal meaning as they interacted with the principal and school staff in their
assigned schools. Sharon described a relationship that she developed with one of her
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students as "priceless" because it was rewarding, and she unexpectedly made a
connection with many of her students. One particular student that stood out for Sharon
was very quiet and withdrawn but, as the year progressed, Sharon saw substantial growth
in the student. She said, "I saw her first smile in the classroom." The student and teacher
developed a strong bond and trusting relationship.
All of the participants’ dialogues concerning program relationships indicated a
level of cohesiveness within the program; conversely, some of the dialogue described
negative relationships due to the actions of the school principal, supervising teachers, and
university professors. Lucretia shared her experience with the principal and teachers who
modeled to her an unacceptable social behavior toward the participants as the school
leader. Lucretia indicated that her experience with the principal and teaching staff at her
first field-based school was negative and were very disrespectful, and they exhibited
unprofessional behaviors toward the field-based participants. Lucretia said, “The
principal did not model a positive or accepting behavior nor did she make me feel
welcome in the school.” Lucretia explained, "The principal and the staff would not speak
to the field-based participants and had a superiority complex about them." This
experience allowed Lucretia to realize that she did not want to develop the
aforementioned behavior. Lucretia said. "Well, I know when I become a teacher, I will
not become like that.” This behavior was perceived as socially unacceptable because
school leaders set the tone of the school, and the principal can heavily influence the
school culture. The staff and students emulated the behavior of the principal. If the
principal displayed negative behaviors, then the culture of the school became negative.
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Relationships were associated with team building, which prepared teachers for the
workforce and opened the lines of communication between supervisors and employees.
On the other hand, Lucretia said she believed that, as one of the original
participants in the program, her interactions and relationships developed a foundation for
future participants and recommendations for future implementation. LaTonya discussed
the importance of the relationship that developed with the mentors, professors, and
community that assisted in her development as a first year teacher. She explained that it
was important to build the relationships because "you may need that person later in life."
She shared how developing relationships helped with networking, developing social and
communication skills, and assisted in developing strategies to problem solve.
Professional Relationships
Critical to this research were the professional relationships that developed among
the professors, school community, program mentors, and participants starting the first day
in the program. According to the participants, the professional relationships developed as
a result of participating in the program and they fostered collegiality that remained after
the commencement of the program. This was clear when the participants indicated that
the program laid the foundation for them to return to the program to secure references for
employment, seek assistance with employment, and academic advising. In
communicating her field-based experience, Sharon was euphoric as she described the
relationships that she gained in the program. She discussed how she began volunteering
in the community and participating in the schools and the university. She said, "I began
volunteering during the first picnic with the College of Education. I had to build the
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foundation that I wanted to be around and whom I wanted around me.” She believed that
by doing this, she was able to develop strong professional relationships where she felt
comfortable returning to the supervisors to request letters of recommendation for future
employment and scholarships.
LaTonya described another example of developing a professional relationship
with the teacher, mentors, and professors in the program. She indicated that the
coordinator provided them with specific rules of conduct while in the program. Those
rules were when you go somewhere, introduce yourself, shake their hand and say, "Hello,
how are you? My name is, while looking them in the eyes.” LaTonya explained that this
helped her develop trust with her superiors and future employers, built friendships and a
positive working relationship. She said that she learned the importance of "meeting
people and introducing herself."
Coordinator
All of the participants agreed that support from the field-based coordinator and
mentor was very critical to the success of their development as professional educators
and to the program. Yolanda said that having the coordinator as her mentor was a very
rewarding experience and she valued their relationship. She explained, "The coordinator
served as her mentor and taught her professional skills and methods of communicating."
Yolanda stated that she wanted the researcher to understand that she was participating in
the research study because of the relationship developed with the coordinator and that she
"believed in the coordinator.” LaTonya explained, "Without that experience with
coordinator, without her being my mentor, I would not be as open as I am with the other
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teachers." She learned how to be receptive to the feedback from the professors and other
participants during reflection and when asking for feedback for improvement.
Additionally, LaTonya indicated that having the coordinator as her mentor helped
her learn some valuable skills, such as strategies in handling specific situations, refining
her dialogue, and effective communication skills. She explained, "I think working with
the mentor in the field-based training program taught me tact and perseverance. I trust
what she did for me was so beneficial that I would do anything for her.” This relationship
indicated that the coordinator saw potential with these participants. Trusting relationships
build character in the workplace and build a positive school culture. All of the
participants indicated that the coordinator worked collaboratively with the participants in
the program and stressed the importance of asking questions to clarify and maintain
professionalism at all times.
Trusting Relationships
Another significant detail that developed under the theme of relationships was
trusting relationships within the program. During their social interaction in the program,
all of the participants indicated that they developed very trusting relationships with each
other and the professors. According to the participants, the relationships with some of the
professors, coordinator, and mentors fostered strong and supportive relationships. This
was evident with the participants' comments about the trusting relationships. Sharon and
Yolanda indicated that the program was more like a family; the participants trusted each
other and the relationships continued after the completion of the program. Lucretia
indicated that the program helped her develop relationships with everyone in the
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program. She indicated that those relationships were very important to her because she
valued the comments and suggestions of everyone. She said, "The relationships helped
me develop as a teacher while in the program." She indicated that relationship helped her
open up to the other participants in the program, and that she knew that she could always
talk with anyone in the program, "ask for advice" or "provide feedback." LaTonya
indicated that she developed a positive working relationship with her mentor teachers.
She discussed how the supervising teacher would model a typical day in the classroom,
including classroom management skills and how to complete the mandatory anecdotal
and daily records. She explained how the level of trust developed with her mentor was
visible, "because he turned the class over to her after observing him for 4 weeks. Later,
the principal gave her an additional class. She said, "The mentor teacher turned the class
over to me, demonstrated what to do, and he trusted me with his class and the other
teachers.” She felt that her mentor developed a level of confidence in her ability to apply
her teaching skills in the classroom.
Participants’ Strengths and Weaknesses.
Another benefit of being in the program included the professors’ abilities to
identify the strengths and weaknesses of each of the field-based participants. All of the
participants indicated that working with the mentor teachers allowed them to develop as a
professional and prepare as a first year teacher. Yolanda shared how she had a problem
with controlling her temper and speaking loud or in an abrasive tone. She explained how
the coordinator used specific language to provide and receive positive corrective
feedback to correct and develop her tone of voice when speaking to people. She said, "the
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coordinator would tell me, always, think about what you want to say, take a step back
before you respond; if it doesn't affect you or your classroom directly, then do not
entertain the issue.” Working with the coordinator who also served as her mentor taught
her to speak with an acceptable tone and develop a language that was conducive to the
educational environment.
LaTonya shared that the coordinator knew that she had difficulty with
assessments and generating lesson plans. The coordinator arranged lesson plan
workshops and assessment workshops for all of the participants without identifying her.
The program curriculum included generating lesson plans and reviewing them with the
program mentors, colleagues, and classroom mentors and assessment preparation. All of
the participants indicated that they had to generate weekly lesson plans and collaborate
with the mentor teacher to assure that the lessons aligned to the school curriculum and
were integrated across the curriculum.
Developing relationships among the participants was critical in their social
development as teachers. According to the participants, relationship building played a
major role in the participants’ learning during their field experience relationships. It built
a sense of commonality, promoted team building, and developed teacher self-efficacy.
The aforementioned significant details are examples of the participants’ feelings of the
factors that contributed to their negative or positive field-based experience. All of the
participants agreed that the field-based experience with their peers, the various schools,
and university mentors was critical in their development. Significant factors influenced
the value of relationships within their experiences, which they identified as "family." All
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of the participants indicated that they developed a sense of belonging as a result of the
relationships developed in the program. Although there were some notable negative fieldbased experiences discussed, these experiences did not alter the participants’ learning.
Program.
The seventh theme that developed was the field-based program. The definition of
field-based program is the nuances of the program curriculum, the professors, the
participating schools, participants, and the coordinator. A number of strengths and
weaknesses were identified among the participants of the program. The strengths and
weaknesses discussed included leadership, financial resources, prepared participants, and
participating schools. The weaknesses that emerged include lack of participating schools
and lack of university support.
Strengths
The researcher analyzed the perceptions of participants in this program to identify
the strengths and weaknesses of the program and the experiences the participants found
beneficial to their development. When the participants were asked to discuss the
strengths of the field-based program, they all acknowledged the value of the authentic
classroom experience and their development and understanding of the school community.
All of the participants indicated that, in addition to having strong support from their
assigned mentor and program coordinator, leadership was a critical component of the
field-based program. Latonya stated, "The program provided me with the opportunity to
see what a real certified teacher experiences in the classroom daily.” Sharon indicated
that the program provided her with opportunities to see great leadership by observing the
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program coordinator and professors. All the participants indicated that the program
provided them a strong team of university professors and classroom teachers who were
concerned with their development as educators. Sharon said, "YES! I think the strengths
were definitely that the program coordinator and professors provided leadership."
Participants had opportunities to lead in their classrooms and other community based
activities. These activities included volunteering at the school picnic and at the Children's
Museum. All of the participants indicated that the program assisted in their development
as leaders because they were able to take charge of their assigned classes. Additionally,
the participants experienced different leadership styles among the supervising teachers
and the university professors. Last, all of the participants indicated that, after completing
the field-based program, they developed self-confidence, knowledge, and experience
necessary for their success as educators.
Financial resources
Another important factor that benefited the students was that the program
provided tuition scholarships to participants who applied and qualified. They indicated
that finance was an issue because they had to travel to the different sites, to the inner city
university, and to volunteer in the community. All of the participants indicated that they
had to report, remain at the assigned school all day, and were not able to work while
participating in the program. A tuition scholarship and stipend for classroom materials
was a welcome relief to their strained financial situations. Sharon explained: “Having a
stipend. I mean, I'm glad that somebody gave us money. So, I think that was definitely a
benefit." Yolanda indicated that she had to work, which limited her participation in some
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of the professional development activities. All of the participants indicated that the
financial support from the program assisted them in purchasing classroom supplies to
assist with their instruction. Additionally, if the financial resources were not available,
the coordinator provided the participants with the needed classroom materials or supplies.
Lucretia stated, “If the coordinator knew that the participant needed something, and she
had it, she would tell us to walk with her to her car. She would give us materials from the
trunk of her car.”
Prepared participants
Participants were able to compare their knowledge and skills with other
participants in the program and believed that they were capable of handling the demands
of a self-contained classroom. Lucretia viewed one of the strengths as the ability to
prepare the participant as first year teachers. She believed many programs during that
time only provided student teaching as a means of real world, hands-on, authentic
experiences prior to becoming a certified teacher. She said, "Well, the strengths of the
program were that it prepared all of the participants in the program to become teacher
before you actually go into teaching."
All of the participants viewed mentoring support as a strength of the program.
Having someone who was as dedicated about their development as teachers and having
someone who worked hard to ensure that they had what they needed assisted in their
growth as a professional educator. This was crucial to the participants in the program
because it exposed them to another level of classroom experience as teachers. They had
exposure to opportunities where the coordinator and teachers wrote and applied for
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different grants to purchase classroom supplies and materials. Yolanda explained why she
viewed this as one of the program’s strengths. "So, it is about having someone who goes
out of their way, who has a passion about this program as I do being a teacher in my
classroom.” As a result, the coordinator and participants had to network with other
university staff and community members to gather resources such as materials necessary
for the classroom lesson. Another important strength of the program for all of the
participants was the placement in an actual classroom working hands-on in the classroom
in lieu of just observing. All of the participants indicated having that opportunity was of
high value to them.
Participating schools
Originally, there were a limited number of participating schools available for the
participants because many school administrators were unaware of the program. However,
Lucretia indicated that she was placed in two schools that were on academic probation, a
specialty arts school, and an achievement academy. Yolanda said that she was placed in
three schools on probation and in schools that had a student exchange program, school
banks run by the students, an import and export program with Africa, and school gardens
maintained by the students. As the program grew, the availability of schools for the
participants to gain hands-on experience increased. This was one of the strengths outlined
by three of the participants. Lucretia shared what she viewed as strength of the program.
"OK, I found the strengths of the program were them placing us with the various schools,
getting us assigned to schools and communicating back and forth.” She stated that the
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individuals who she reported to in the school were “very good, very strong and very
important” to her while in the program.
Weaknesses
The lack of participating schools and the lack of university support were two
weaknesses of the field-based program.
Lack of participating schools
During the initial stages of the program development, a limited number of schools
were available to house the field-based program and participants. Sharon indicated, "The
weaknesses of the program were that we did not have enough schools, and we did not
have enough students who could benefit from this.” She indicated that her first school
placement fostered a great deal of controversy during the first semester, which promoted
a negative school culture and climate for the field-based participants. She was surprised
that the school administrator maintained a negative disposition with the participants in the
program.
Lack of university support
Another weakness identified by Lucretia was the lack of support for the fieldbased program from the university. She felt that the field-based program was treated as a
separate entity from the college of education and she had a difficult time with the staff
when she needed information. She said, "When I would come in the education
department, just to get a message conveyed to someone, I would ask the staff, “Why are
you making it so difficult?” She viewed this as a weakness because she “experienced and
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observed discriminatory practices toward the program.” In her opinion, the program
functioned like a family, but the field-based program felt like a “stepchild.”
Participants had a common experience in getting relevant information or getting
resources from the university. The participants indicated that the university lacked
support for the program by the lack of funding available to them and the coordinator not
having the authority to make financial decisions that would support the participants in the
program as it related to classroom supplies, stipends, and scholarships.
LaTonya indicated that there was a lack of organization. She said, "The
weaknesses I found were that the program just lost the paper work.” She shared how
participants had to resubmit documents several times because the documents were
constantly lost or the supervisors/instructors failed to submit documents to the college.
Participant Recommendations
The eighth and last theme that developed was “recommendations.”
Recommendations from the participants’ perspectives were critical because they were
based on their experience and what they believed was needed or missing from the
program as it related to being prepared for the teaching profession. In the opinion of the
participants, they each had their own recommendations that would enhance the fieldbased program, attract more students, recruit, and retain participants for the program as
well as the teaching profession. In addition, their recommendations would improve
participants' experiences, prepare candidates for certification, provide skills development
and effective communications, develop collegiality between the university and assigned
school mentors, and enhance university support for the program.
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Financial
All of the participants proposed that the program could offer more financial
assistance or travel reimbursements to the participants in the program. Sharon said, "They
could give a couple of more bucks more to the students because I think with you going
around, you use your own gas, money getting around, people needed help all over." She
indicated that lack of financial assistance was the main reason she remained close to the
university in lieu of venturing out to other schools outside of the university community,
because she was experiencing a financial strain.
Expansion
For approximately 20 years, the field-based program was housed in a
neighborhood elementary school and participants were assigned to schools in
communities with high percentages of low-income citizens. The program was limited to
only those participating schools in the specific community of the university. Lucretia
recommended that the university should consider ways to enhance the program by
extending the program to other schools. She said, "To expand it to more schools, make it
where practically everybody should be doing this not only a controlled group, because all
of the students are going into the candidacy will have a clinical emergent program." She
explained that the "clinical emergent plan" is the same as the field-based program that
offers students the opportunity to experience the classroom prior to student teaching.
The field-based experience provided an opportunity for the participants to develop
relationships with the students in high-poverty communities. Teachers in the field-based
program did not experience teaching students who were from different racial or ethnic
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backgrounds that differed from their own. However, affording participants the
opportunity to experience schools that are more affluent, high achieving schools, foreign
language academies, or baccalaureate schools would provide a well-rounded learning
experience for many of the participants.
University Support
Effective communication is critical to the success of any program. All of the
participants indicated that there was a need to articulate and model consistency in
communicating information regarding the field-based program and needs of the fieldbased participants. Although participants were placed in different academic programs,
some indicated that required coursework from the professors lacked consistency. All of
the participants indicated that the program appeared to be isolated or a separate entity
from the university. There is a need for a greater sense of communication between the
university and the field-based program, a high need to gain university administrative
support, and a need to develop a level of camaraderie within the program and university
to develop and maintain high academic standards and professionalism. Yolanda indicated
that the program needed more support from the university, more
professional development, more feedback, and longer field-experience. She said,
In order to support the program, it needed to be an additional person, or an
additional portion of the program, that went out and just did open research on the
different types of observational places that we can go, the different opportunities.
One of LaTonya’ recommendations were to include a group of diverse mentors and
provide mentoring training for them. She said, "Have a session set up for mentors on how
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they should be analyzing the relationship between mentors and the field-based candidates
when they are assigned to the schools.”
Goals and Mission Statement
This research revealed a need to develop a stronger goal and mission statement
that clearly articulates the goals and mission of the program and describes how the
program activities connect to the teaching profession. They must articulate clearly how
the goals and mission correlate with the competencies required of the program.
Participants had different perceptions of their roles as participants in the program. They
interpreted the field-based program and participating goals differently in relation to the
outcome of the program, community service, the procedures and the roles of the
university and school mentors. Sharon said that she was one of the original participants
of the program and that she appreciated how information was clearly articulated, and the
goals and objectives were clear and discussed while in the field-based program.
However, as the program coordinators changes, so did the curriculum, and how
information was communicated. Lucretia, Yolanda, and LaTonya stated that the goals
and objectives were not clearly stated and that they could not see how volunteering in the
community was connected to the field-based program and their learning. Additionally,
LaTonya stated that the goals and objects of the program were not written or given to
them.
Field-based Curriculum.
Teacher preparation programs should design experiences that assist in the
participant’s comprehension of the philosophical, psychological, and social foundations
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of education as it applies to their content area. All of the participants discussed social
issues that had a direct impact on the program participants. Participants indicated that
there were some disconnections among some areas of the program. It was clear that the
programs aligned to the state and national standards; however, unclear to three of the
participants were the program goals, community connections, and how the program
would assist the participants, as they would progress. A strong curriculum aligned to the
state and Common Core Standards assures that the participants will have an
understanding of the pedagogical skills, the content and instructional needs necessary for
the teaching profession.
In addition, the curriculum should include a consistent level of mentoring. It
appeared that the participants for this research had the same mentor. The field-based
program should solicit professors from the university, participating schools, and
administrators to serve in the role of field-based mentors to share the knowledge and
skills necessary to enhance the academic success of the participants.
Structured Community Service Program
The participants recommended that a more structured community service program
should be developed where participants clearly comprehend the purpose of performing
community service and are able to connect the service to their learning and teaching
profession. It is important to articulate the importance of community service and the role
it plays in developing educators, self-efficacy, and leadership. LaTonya indicated that the
participants were told that they had to perform community service in the museums,
neighborhood, or on campus. She indicated that direction was not given to them on how
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to arrange the community service. However, near the end, she began to see the
connection. She said, “We had to go on interviews, set up meetings with the directors of
programs to perform community service, and we had to dress as if we were applying for a
job.” Lucretia said, “Performing community service developed my self-confidence in my
ability to interview for a job, because I was not an outgoing person before I came to the
program.” Yolanda said, “For me, the program taught me how to communicate and
prepare for interviews. We had to return to the companies where we volunteered and ask
them for letters of recommendations for various scholarships.” Sharon said, I didn’t
understand the role of volunteering in the community in the beginning but after
volunteering in the Museums, I began to see the connection.” Sharon also said that
volunteering in the community provided an opportunity for her to learn about the various
educational activities that were offered to educators for professional development and the
various programs for students.
Equitable Learning Experience
Yolanda indicated that there was a "lack of equity" and rated the program on a
scale of one out of three. She indicated that the coordinator gave the same to all of the
participants and displayed equality on her part and was an equitable person. However,
she rated the program with a three because she was disappointed that the coordinator did
not have the authority to "run the whole program." She indicated that there were barriers
that prevented the coordinator from providing for the program, such as limiting fieldbased activities, university support and resources, and university decisions without
consulting the coordinator of the program. She indicated that the coordinator should be
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included on all decisions that directly affect the operation of the program and the
participants in the program. The program should enable participants to develop their own
philosophy, techniques, and approaches that are consistent with current theories and
practices and that will foster equitable learning experiences. The program should provide
opportunities for the participants to continue reflecting and analyzing their own practice
and encourage continued positive corrective feedback from all university mentors and
professors.
Professional Development
Yolanda stated that the program offered professional development to the
participants but she believed that more professional development was needed. She also
indicated that there was a time conflict because the participants were in the field during
professional development hours at the university. LaTonya recommended that the
program offer classes on assessment to prepare the participants for the certification exam.
She said, "They need to offer a class on testing, and a class strictly focused on writing
lesson plans, and really they need to drill the participants." Although LaTonya felt that
she was prepared as a first year teacher, she indicated that she was deficient in writing
lesson plans. She said, "They gave you a couple of exercises and had you write lesson
plans, but it was not intense." Writing lesson plans involves more than a few exercises
and showing the participants how lesson plans look. LaTonya wanted more instruction on
the content of lesson plans and how she could differentiate her lesson plans.
Additionally, she indicated that participants needed state classes to assist participants on
preparing for the state assessments and certifications. She said, "They need an intense
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class on lesson planning, and Assessment of Professional Teaching (APT) because it is a
graduation requirement for all field-based participants.
Feedback
All of the participants agreed that feedback was a critical component of the
program. Feedback was an opportunity to assist with the development of the program, an
opportunity to provide recommendations for improvement, and an opportunity to selfreflect. Yolanda said, “I would definitely have more feedback, more reflection, and more
feedback time." She indicated that some of the schools that they were assigned to were
not receptive to the participant being placed there. She felt that many of the teachers and
principals did not want the participants in their schools and did not trust the participants.

Conclusion
Kvale (1996) suggests that the aim in using interpretivism is to learn from the past
in order to understand the present. The researcher attempted to understand the meaning of
the graduates’ experiences in the program to determine how the program helped prepare
them for the present teaching profession. The participants’ experiences in the program are
essential to this research because the researcher is concerned with the participants’
understanding of the experience and perception during the program and the authenticity
of what they are sharing with the researcher. Their experience enhanced my
understanding and brought awareness of the participants' experiences in the field-based
teacher preparation program to better prepare teacher candidates, as well as assist in the
development of future programs. In addition, my experience in collecting the data
brought a certain level of sensitivity to the phenomenon because of the issues that
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developed during the interview. The reconstruction of the participant's field-based
experience has significant implications for improvement in teacher preparation, student
teaching, development of policy, and future field-based programs. It communicates the
value each participant has for the program and the knowledge and skills that they
developed as teacher candidates.
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CHAPTER V
DISCUSSION, CONCLUSIONS, AND SUGGESTIONS
FOR FUTURE RESEARCH
Chapter V presents an overview of the research, the purpose of the study,
summary of methodological procedure, and recommendations for future research.
Conclusions based on the findings are discussed, and implications for field-based teacher
preparation programs as it relates participants’ experiences and perceptions and
implications for future research conclude the chapter. The overarching research question
is discussed based on the study findings.
The purpose of this research was to analyze the experiences and perceptions of
participants from an inner city field-based teacher preparation program (INC/FBTPP).
The objective was to provide a discussion on the data that answered the research question
that guided this study and discuss implications future research. The question sought to
analyze the experiences and perceptions of graduates from an inner city field-based
teacher preparation program. Previous research suggested a need for improved fieldexperience that focused on programs, which connect both public school and university
experiences (Holmes Group, 1986, 1990). Current research on field-based programs
revealed that field-based programs curriculum have focused on programs that a
committed to connecting to both the public schools and university experiences. It was
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clear that this INC/FBTPP has a strong connection with both the public school and
university experiences. This research validates the argument that field-based programs
have been identified as a critical means for redesign for teacher preparation (Metcalf,
2014; Darling-Hammond, 2014). It brings to mind questions and concerns that are
discussed by participants in such program and questions if such program prepare
participants for the teaching professions. Although the research provides a small sample,
it confirms that the redesign in this field-based program provided the participants with
experiences that prepared them for the teaching profession.
Traditional field-based programs offer participants clinical experiences during
student teaching as a prerequisite of their teacher preparation program. This field-based
teacher preparation program established a collaborative university and public school
connection that compliments the inner city university teacher education program. As part
of the IN/FBTPP, participants gained on-the-job training for 2 years.
This research investigated whether participants viewed themselves as well
prepared for the teaching profession as a result of participating in an IN/FBTPP.
Specifically, what are the perceptions and experiences of participants in an inner city
field-based teacher preparation program in terms of perception of preparedness,
knowledge, skills, and attitudes that are critical for success, and relationships and
experiences with professors and mentor teachers? Participants’ experiences and
perceptions were critical components in understanding the culture, language and
sociocritical constructs of the program and how such programs contribute to the teaching
profession. The language, culture, and experience of each field-based school were
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different for each participant. Participants’ experiences different leadership and modeling
that was critical in their development. Having the opportunity to participant in the various
professional development workshops, opening of the schools, and closing of the schools
provided a wealth of information to the instructional and professional expectations of
each assigned teacher. Participants gained hands-on experience in analyzing data,
working in the community and learning how to effectively community with parents,
students and staff. Furthermore, taking the first step to analyze the participants’
experiences and perceptions provided rich authentic data for the future of field-based
programs and began an exploration in an area that had yet to be investigated until now.
The knowledge gained from the data revealed a wide range of responses to the research
questions that attempted to answer the research question. Findings for the research
developed throughout the interpretive exchange of meaning between the participants and
the researcher.
Theoretical Framework
Interpretivism as a theoretical framework focused on sociocritical interpretation
of participants’ experiences based on their perceptions. Interpretivism fostered the
implementation of phenomenology as a method of inquiry that enabled phenomenology,
gathering, analyzing, and interpreting such data. Phenomenology as a research method
furthered the tenants of interpretivism to determine the data collection method and
analysis process, which was the foundation of this study.
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Discussion
The findings of this research add to the existing literature on field-based teacher
preparation, specifically how field-based participants perceived their experiences,
relationships developed, and preparation received in the program. The nature of the
questions and the response from the participants resulted in the researcher using
phenomenology as the methodology and combining some of the responses. Results of
this research consisted of seven major findings related to the overarching questions. It
was surprising to learning that each of the participants had a similar experience with the
same field-based mentoring professor, however, their perception of the experience with
the professor were different. I was surprised that the participants believed that the
experience with the mentoring professor as well as the school principals taught them how
to remain professional in the work place and focus on the language used in
communicating with superiors.
Connecting the themes to the theoretical framework and its emphasis on
understanding, the tenets of interpretivism develop the understanding of the “social
world” or “being” language and culture, perception, experience, preparation, disposition,
collaborative relationships, program, and recommendation. This prompted a review and
analysis for implications of future field-based programs.
Research Question One
What are the perceptions and experiences of participants in an INC/FBTP in terms
of perception of preparedness?
The data indicated that the participants’ perceptions of being prepared for the
teaching profession were very similar in terms of understanding how to generate lesson
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plans, classroom management, student assessment, delivery of instruction, and
community engagement. It was disturbing to learn that none of the participants
mentioned engagement with the parents. Learning how to communicate with the parents
is crucial in the development of the students. Parents are play a critical role in the culture
of the school community and the decision making process. However, all of the
participants indicated that they were well prepared for the teaching profession after
completion of the program. As reported in Chapter IV, 100% of the participants reported
that they were looking forward to successful student teaching and employment as a
teacher at the completion of their program. As the participants reflected on their
experience in the field-based program, they believed that the skills, training, and
knowledge received in the program prepared them as future teachers. These findings
were revealed that, although the field-based participants participated in the IN/FBTPP in
different years, the program fostered a well-rounded holistic and rigorous experience.
The participants suggested that they gained a wealth of experiences far better than what
was required for their student teaching practicum and clinical hours. The field-based
experience enhanced the participants’ student teaching experience and provided a strong
foundation for the participants of the program. Additionally, the research understood that
the participants’ perceptions of their experiences were heavily influenced not only by the
coordinator but also by the language and culture of the program and the participant’s
social engagement with the other field-based participants and community.
Moreover, the data revealed that 50% of the field-based participants indicated that
there were communication deficiencies between the university, field-based professors,
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and program participants. At the beginning of the program, it was clear that half of the
participants did not clearly understand the goals and objectives of the program or
understand how community service would connect to their training as an educator. All of
the participants communicated differing perceptions of both the field-based teacher
preparation program and the teaching profession. Three of the participants indicated that
they were unaware of the level of commitment that was required of them. Further, two of
the participants were aware that they would actually report to their assigned school as a
classroom teacher. Two participants thought that they would report to the school and just
observe the class, grade papers, and serve as a teacher assistant. One perception that
stood out among all of the participants was that they thought they would continue
reporting to the University for their Methods classes.
This brings to mine one question, what does this say to teacher education
institutions as they seek ways to improve their current program or institutions that are
creating a FBP? This research proposes that institutions should focus on effective
communication in the delivery of information and recruitment for field-based programs.
Current programs coordinators could utilize participants’ reflections, recommendations,
and feedback as a tool to guide or enhance the program. Additionally, assuring that the
program goals and objectives are clearly communicated orally and in writing to enable
participants to understand how the program is connected to the teaching profession and
how the program will assist in their development as future educators. It reminds us that
regardless of the level or age of the learner, everyone learns differently, communicates
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differently, and comprehends differently. As a result, it is important that we continue to
differentiate instruction and work toward continued effective communication.
This research revealed that all four of the participants in the INC/FBTP believed
that they were well prepared for the teaching profession as a result of having two years of
field-experiences in different grade levels and school environments. Darling-Hammond
(2008) proposes that affording longer field-experience allows the participant to capitalize
on their experience and development as an educator, which will ultimately better prepare
them for the teaching profession. All of the participants believed that the mentors,
supervising teachers, and program coordinator provided them with the experience
necessary to prepare them as professionals. Additionally, all of the participants stated that
the relationships developed in the program were one of the strengths of the program.
Creating a sense of community was critical to the participants’ success. This was evident
during the interviews, as all of the participants indicated that they looked forward to
reflection sessions on Fridays because they had the other field-based participants to
problem solve, provide scenarios, make recommendations, or just have someone to listen
to them.
Additionally, the participants indicated that the program developed them as
professionals by requiring weekly community service, teaching interviewing strategies,
developing portfolios and resumes, and attending professional development workshops.
Most importantly, all of the participants indicated that the program provided an avenue
for them to develop social skills and long-lasting friendships with everyone involved with
the program. All of the participants indicated that the program provided them with a
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strong foundation as first-year teachers and that the program was like an extended family
for them. One particular development that elevated their personal and professional
efficacy was the offer of future employment by the field-based school principals. All of
the participants were offered employment after the completion of student teaching.
Moreover, the program altered the participants’ perception of their roles as
educators, community members, and their administrative responsibilities. Understanding
how the field-based participants perceived the teaching profession was very important in
developing them as future teachers. According to all of the participants, the teaching
profession is a calling that requires them to receive students as there are in their
classroom. All of the participants agreed that the teaching profession requires a deep
understanding of the needs of the students and the wiliness to go far beyond the surface to
secure resources for their classroom. Last, the participants indicated that the teaching
profession requires a great deal of flexibility because it is a multifaceted profession and
required more skills than what was previously perceived. Teachers were able to
understand the connection between the field-based teacher preparation program and the
teaching profession.
It was evident that the field-based program provided opportunities for the
participants to experience diverse situations in the classrooms and gain professional
development training in addition to their training as future professionals.
The participants were oblivious of the administrative responsibilities of being a
classroom teacher and their responsibilities as a teacher in the school and community.
The participants indicated that they thought that they were going to report to the school,
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create lesson plans, and then go home at the end of the day. Two of the participants’
perceptions were that teachers had an easy job. As the participants progressed through the
program, they began to gain a clearer understanding of the role of an educator and the
qualifications necessary to gain employment as a teacher. At the completion of the
program, the participants assumed that would not have to go through the application
process with the school district because they were offered jobs by the principals.
However, participants had to complete all of the mandated requirements by the state and
school district, complete an on-line application, and submit the required district and state
credentials necessary for employment.
After analyzing all of the data from the interviews, this research provided
evidence that the inner city field-based teacher preparation program fostered positive
collaborative relationships, and the program was in line with the current state and
national standards for teaching and teacher preparation. Research indicates that teacher
standards were developed for dispositions, new teachers, and knowledge and skills by
organizations such as the Interstate New Teacher Assessment and Support Consortium
(INTASC), National Council for Accreditation of Teacher Education (NCATE), and
Teacher Education Accreditation Council (TEACH) (Rose & Terndrup, 2007). All of the
participants had high regard for the role of the coordinator, university mentors, and
supervising teachers. Participants indicated that having a mentor was critical to their
overall success as individuals and professionals. For all of them, having a mentor refined
their communication and professional skills as future educators. This implies that the
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field-based teacher preparation programs with extended field experiences prepared the
participants for the teaching profession.
Research Question Two
What are the perceptions and experiences of participants in an INC/FBTP in terms
of knowledge, skills, and attitudes that are critical for success?
In this research, it was necessary to classify knowledge, skills, and attitudes as
dispositions to demonstrate their connections to education. In his discussion on
candidates’ dispositions, Rose (2014) indicated that many organizations have developed
standards that focus on teacher candidates, dispositions, knowledge, and skills. However,
NCATE recommended that universities develop their own standards for the
aforementioned. Additionally, Rose (2014) suggested that, in the educational arena,
dispositions do not have a clear definition. He continued by stating that dispositions are
the “habits of heart and mind” that is brought to the teaching and learning community by
the teacher candidate.
After analyzing the interview data, the research concluded that knowledge, skills,
and attitudes (dispositions) were very important to all of the participants in the program.
All of the participants indicated that they developed a wealth of knowledge and skills that
would prepare them for the teaching professions. This was evident when the participants
indicated that the field-based teacher preparation program served as the foundation for
their transition from teacher candidates and field-based interns to teaching professionals.
All of the participants indicated that they possessed a high level of self-efficacy because
of their experience in the various schools and the preparation as a teaching professional.
However, one participant indicated that her field-based experience assisted in her
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realizing that being a self-contained teacher or a specialized teacher was not the
profession that she wanted to explore. She indicated that she wanted to develop in
another role as an educator.
The field-based teacher preparation program developed the participants’ overall
knowledge and skills necessary to perform the job duties as successful classroom
teachers. These included such skills as weekly lesson plans, weekly assessments, and
maintenance of anecdotal records. Participants acquired skills that prepared them to deal
with adversities that they would encounter in the classroom, specifically, students at risk
for failure and students needing behavior modification. The knowledge and skills that
were of high value to the participants were the ability to connect with children and
parents, facilitate peer workshops, implement Response to Intervention (RTI), and create
and implement Individual Education Plans (IEP’s) for students. Field-based participants
learned the language of the school, and school practices and developed knowledge about
the culture of the school. Additionally, the data revealed that the participants gained a
clear understanding about the role of power and knowledge in the field-based program
and the school system. McLaren (2007) explained, “Knowledge is something to be
mastered and power is discourse in education or a regulated system of statements” (p.
209). Knowledge and power in the educational system dictates the books that guide the
curriculum, classroom rules to employ, and the values and beliefs of the school. The
participants learned that each school culture and rules were different and that they had to
be receptive to the knowledge and power of each school.
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Participants developed a deeper understanding of how their own culture
influenced or shaped their perceptions of the teaching profession, the field-based teacher
preparation program, and their own learning. It is safe to say this experience validates
that the field-based participants gained knowledge and skills that classify them as highly
qualified teachers, according to this State Board of Education. This also validates that the
field-based program adheres to the rigorous learning standards set by this state and
outlined in the Common Core Standards (2014) for teacher preparation programs.
Research Question Three
What are the perceptions and experiences of participants in an INC/FBTP in terms
of relationships and experiences with professors and mentor teachers?
After analyzing the data, it was evident that relationship building was a critical
component of the field-based teacher preparation program. Research advises that building
communities and relationships contribute to learning (Koeppen, Huey, & Connor, 2000).
From the perspective of the researcher, the field-based teacher preparation program
modeled how to build relationships in the workplace and community while participating
in the program. This was clearly communicated by the participants during the data
collection process. All of the participants indicated that the field-based coordinator,
university professors, and mentor teachers modeled the expected behaviors of the
participants and encouraged developing professional relationships by everyone in the
program. Recent research on teacher preparation proposes that community building
fosters learning and discourages the intellectual and professional isolation of educators
(Conner, 1996; DuFur & Eaker, 1998; Goodlad, 1994; Koeppen et al., 2000; Tinto, 1997;
Sergiovanni, 1994).
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Another component identified by the participants that enhanced the relationships
with the field-based participants and professors was the weekly reflection and method
courses at the assigned field-based elementary school. It was clear that the weekly
reflection fostered what Yolanda termed a “Like a Family” atmosphere. The overall
experience in the program, with mentor teachers, administration, the school community,
peers, and university professors, was both negative and positive. All of the participants
indicated that they perceived the experience as very critical to their personal development
and that their field-based learning was enhanced by the relationships developed and the
weekly reflection. The program provided a wealth of experiences for the participants. All
of the participants’ field-based experiences included community service, administrative
work, staffing, Individual Education Plans (IEP), parent and community relations, and
professional development. Specifically, the field-based experiences enabled the
participants to manage their own classrooms. This is an indication that participants were
prepared to address the needs of the classroom, public relations, and working
collaboratively with their peers. Finally, the program developed the participants’
understanding of how differentiated lessons addressed the needs of students across the
curriculum.
In developing relationships, participants indicated that feedback was vital to their
success in the program. Field-based participants developed positive collaborative
relationships among their peers, professors, mentor teachers, university mentors, students,
parents, and community members. Participants met weekly to engage in dialog with the
university professors and coordinator, and the university professors visited the field160

based participants weekly at their assigned schools. This suggests that relationships and
community building in field-based teacher preparation programs played a critical role in
developing teacher self-efficacy. Participants developed self-confidence in their ability to
deliver instruction across the curriculum and address the needs of their students. They
also indicated that having on-going collaboration with the mentor teacher, coordinator,
and other field-based participants developed their social skills as professionals and taught
them how to communicate effectively. Most importantly, the participants indicated that
having on-going collaboration provided a venue for them to demonstrate problem solving
with their peers, provide emotional support, and provide and receive positive constructive
feedback during reflection, which encouraged each other in the program. This
information is important because it provides recommendations for future teacher
preparation programs based upon the participants’ experiences.
Personal Perspective
As one of the first participants in the IN/FBTPP, my field-based curriculum
included and additional component. I decided to apply to travel to Nakajo, Japan, for 7
months while in the program. This decision came with a lot of expectations and
guidelines, and I was ready for the experience. My home university required that I adhere
to the INC/FBTPP curricular guidelines and meet all deadlines, no exceptions to the rule.
This included conducting research titled A Comparative Analysis of Education in Illinois
to Japan and presenting my findings to the field-based professors and department chair
upon my return. In addition, I had to adhere to the field-based teacher preparation
program in Nakajomachi Kitakarabarakan, Japan, prefecture (prefecture is the first level
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of jurisdiction and administrative governing body in Japan, 日本, which consists of
districts, cities, towns, and villages) to study the educational system in Japan and
participate in the teacher preparation program.
The Japanese field-based teacher preparation program (JP/TPP) provided me with
a holistic teaching experience on all educational levels (public schools, primary, lower
secondary, upper secondary private, mountain, college, university, and special education
facilities). The curriculum consisted of following the teacher preparation guidelines in
Japan, which included elementary, middle, and high schools, mountain schools,
universities and special education facilities. This experience taught me a great deal about
working with diverse learners, students who were English-language learners, and students
from other countries. More importantly, this experience taught me how to embrace the
various cultures in the classroom necessary to educate the students, how to make the
students feel part of the class, how to help other students become comfortable with the
diversity in the classroom, and how to differentiate lessons. I had a language handicap
because all of the schools were taught in the Japanese language, but the students
(gakkusai) assisted in my ability and development in speaking and writing the Japanese
language.
Immersion in the Japanese educational system developed my Japanese language
skills, and Japanese teacher candidates worked on their English language skills with me.
In Japan, I learned the schools had to adhere to the guidelines of the prefecture not that of
the individual school or districts. While in Japan, I learned that students with special
needs and learning disabilities were placed in special education facilities. These students
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were not immersed in the traditional classroom; they were housed in a facility, and the
teachers worked in the facility. Twice a week, I was placed in a special education facility
to work with the students and assist with introducing these students to society. For the
first time, students were learning how to catch the train, how to go shopping, and how to
mingle in the community. I developed a clear understanding of how the Japanese
educational system valued the experience in the field as a key component of teacher
development, and I developed a different perception about teacher preparation and my
needs as a learner.
Conclusion
Although field-based teacher preparation programs are not new to the field of
educational research, it is has sparked a growing interest over the past 20 years. Current
research on perceptions of field-based teacher preparation programs discuss methods
implemented to promote participants’ dispositions (Austin, 2004; Seguin & Ambrosio,
2002; Wasicsiko, 2005; Wilkerson & Lang, 2007), perspectives of and early field
experience in a laboratory setting (Washburn-Moses, Kopp, & Hettersimer, 2012), and
examining the possibilities offered through a campus/field-based teacher education
course (Sanford & Hopper, 2002).
This was the first and only inner city university in this state that implemented a
field-based teacher preparation program in the mid-nineties. Unique to this specific
university is the field-based teacher preparation, the social constructs of the program, and
attributes of the community. The participants’ prior corporate and leadership experiences,
field-placements, relationships, professors, mentors, and community service all had a
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critical role in preparing graduates for the teaching profession. Despite these issues that
directly or indirectly impact preparing teachers for the profession, the participants’
recommendations should be considered in an effort to understand how to better prepare
candidates for the teaching profession. The findings from this research may serve as a
foundation to improve present and future field-based programs, its goals and objectives,
university participation, school selection, and student enrollment in the program.
The sociocultural constructs of the field-based teacher preparation program
provided an environment that was critical in relation to issues of language, cultural
identity, and efficacy in addition to overall learning for the participants. The field-based
teacher preparation program developed a higher level of professional identity and
language among the participants and assisted them in embracing the school norms,
culture, and methods of working, thinking, and developing as professionals. The data also
suggests that the participants in the field-based teacher preparation program learned how
to implement current educational practices in the classroom. The field-based program
fostered continued professional development and positioned participants to further their
education and seek other educational roles.
Researchers explicitly seek to examine the effectiveness of teacher preparation
programs and field-experiences to identify if longer field experiences are adequately
preparing teacher candidates for the teaching profession. Based on the findings of this
study of graduates from an INC/FBTP with approximately 1-2 years of field-experience,
participants learned how to effectively apply current educational practices in the
classroom. Additionally, all of the participants indicated that the program provided them
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a clear understanding of the realities of being a teacher, the requirements necessary to
secure employment, and how to develop as a school leader.
This research brings to the forefront the importance of participants’ perceptions,
preparation, collaboration, and disposition as it relates to field-based teacher preparation
programs in the educative process by providing the experiences of actual participants
from such program as told by the participants. It allowed participant to speak freely about
their experiences in the various field-based schools, articulate what the participants
believed enhanced their learning and share what identify their personal strength and
weaknesses. Most importantly, participants were able to reflect on the overall field-based
experiences and make recommendations for future programs. The data in this research
communicates information that the participants felt necessary to share as it relates to their
learning and development as professionals.
After an in-depth analysis of the major findings, the following key conclusions
developed.
1. Field-based teacher preparation programs provided authentic classroom
experience for teacher candidates, which allowed the participants to develop their own
teaching philosophy, teaching strategies, and classroom management style.
2. Participants gained a plethora of knowledge and experience that prepared them
for both student teaching and the teaching profession.
3. Participants developed unique relationships that assisted in their understanding
of the culture of the school and community and the students they were teaching.
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4. Each participating school required that all field-based participants have the
same expectations and respect as regular staff. This included participating in IEP
meetings and staffing, completing IEPs, attending all staff meetings and professional
development workshops and training. It is important that the academic community
understand the significance of the participants experiences and perceptions while
participating in such program to guide future program and address students’ learning
needs while in programs to and to assure that future field-based programs continue to
align with the national guidelines.
To address the nation’s challenge of preparing teachers for the teaching
profession, it is critical to continue to analyze the experiences and perceptions of
graduates from such programs as a means to inform future programs. This field-based
teacher preparation program presented an innovative approach to teacher preparation
programs that fostered collaboration, long-term mentoring, immersion in the classroom
on the first day of school for the teachers, and weekly reflection. It offered longer
authentic field-experience, flexibility, and resources to the participants of the program
and it fostered collaboration among educators, participants, and community members.
This field-based program presented a wide-range of cultural experiences that guided the
participants’ curriculum. This field-based program by no means provided one-size-fitsall solution to the future of teacher preparation, but it offered a starting point for
navigating the intricate aspects of such programs designed to prepare teachers for the
teaching profession.
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Implication for Further Research
This research was conducted during a major period of transformation in the 21 st
century where a call for educational reform in teacher preparation standards and
outcomes is always a topic of discussion in our nation’s educational and political
systems. Reform efforts will continue to change as long as academic and political
agendas serve as a template for financial resolution. Future research might include an
analysis of the placements of participants as it relates to authentic field-experiences, a
comparative analysis of participant experiences in various field-based teacher preparation
programs or professional development programs.
What remains to be explored is how participants’ experiences differ from one
another and if a longer duration of field-experience maximizes a participant's
development as an educator or ultimately better prepares teachers for the teaching
profession (Darling-Hammond, 2008). Differences in the participants’ experiences
included the location of the field-based school placement and grade levels; the
relationships that developed among the professors; field-based participants and mentor
teachers; how the participants gained information about the program; how information
was communicated to the participants; and how the mentor teacher, university professors
and field-based school principals, assessed participants. Each of these experiences was
uniquely different for the participants. However, each of the participants articulated that
they gained a higher level of appreciation for the teaching profession and that they were
well prepared to serve in the role of an educator. Identifying these differences and fosters
my interest in investigating deeper into specific differences through interview and
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observation in their own classrooms and videotaping participants during the data
collection process.
Another possibility for future research includes an analysis of the experiences
and perceptions of field-based professors, principals, and mentor teachers. Investigating
the role of community service and professors in preparing teachers for the profession, or
the availability of financial resources as it relates to program retention and the structure
of the program as it relates to the social implications on the participants. There is a need
to further this research by analyzing the perceptions of the participants to see if such
programs are producing “Highly Qualified” teachers and to identify the social critical
implications of such programs. It is critical to understand that participants’ experiences
and perceptions of the training they receive will assist in the implementation of future
programs.
Additionally, the data is significant for current research on teacher preparation
because it contains some of the key factors that researchers are analyzing to determine or
validate teacher effectiveness as a result of participating in such programs, teacher
retention rates, and areas of certification or endorsements for participants in field-based
teacher preparation programs (Darling-Hammond, Wei, & Johnson, 2009; DarlingHammond, 2010; Wilson, Floden, & Ferrini-Mundy, 2001).
This research purports to close the gap in field-based teacher preparation research
by providing current research on participants’ experiences and perceptions as it relates to
dispositions, preparedness, and relationships. Neither previous nor current research
focuses on the participants’ experiences or dispositions in teacher preparation. This
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research was designed to do that. It fills the gap in educational research on field-based
teacher preparation programs regarding participants’ experiences and perceptions
regarding preparation for the teaching profession. It also provides recommendations
from the field-based participants for future programs. It is informative, but not intended
to be compared to professional development schools or other field-based teacher
preparation programs.
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Dear Colleague:
My name is Cynthia L. Thompson, and I am a doctoral candidate under the
tutelage of Dr. Eurvine Williams in the Department of Curriculum and Instruction at
Illinois State University. I am conducting an interpretive phenomenological qualitative
research to explore the perceptions of participants’ experiences from an inner-city fieldbased teacher-preparation program.
This research project will be conducted during the spring of 2013. I will write an
analysis about my dissertation and will share the findings with my dissertation committee
and you, the participant. I may also present the results in an academic venue. I am
requesting your participation in this research. Your participation would include three
tape-recorded interviews of approximately 40 minutes to an hour each time. Specifically,
I will ask you questions that relate to the following:
1. Perception of preparedness knowledge,
2. Skills and attitudes that are critical for success, and
3. Relationships and experiences with professors and mentor teachers.
Tape recording will be necessary so that I can construct a verbatim transcript to
use in the analysis. All transcripts, notes, and information will be destroyed at the
conclusion of the dissertation process. I will keep confidential whatever information you
provide. No one other than me will have access to the information, and the information
you provide will not be identified by your name. Additionally, you will not be identified
by your real name (I will use a pseudonym) in the dissertation I construct. Only I will
have access to the transcripts and notes. In the dissertation, I write, there may be some
quotations from the interviews, but I will not use your real name and will endeavor to
protect your identity so that you will experience no adverse effects for your honesty in
the interviews and your willingness to participate.
Your participation is voluntary. There is no penalty for deciding not to
participate. In addition, you are free to withdraw from participation at any time, for any
reason, with no penalties of any sort. Please sign below and return this form if you
understand what I am asking of you and if you are willing to participate.
Thank you,

Cynthia L. Thompson, ABD

201

APPENDIX B
INTERVIEW QUESTIONS

202

Interview Questions #1
1. How do field-based participants' describe their experience as participant in an inner
city neighborhood school?
2. How has participation in the Field-based teacher preparation program influenced your
perception of the teaching profession?
3. How has your experience in the field-based program prepared you for the teaching
profession?
4. How has your experience in the field-based program developed your knowledge,
skills, and attitudes necessary for the teaching profession?
5. How did the relationships enhance teacher efficacy?
Interview Questions #2
1. How did your day go? What time did you start school and how did the day end?
Reconstruct a typical day when you go in the school.
2. What specific experiences did field-based participants' find beneficial in developing
relationships and experiences with professors and mentor teachers?
3. Given what you have experienced as a field-based participant, how do you understand
your role as an educator?
4. What value, if any has been derived from your participation in the field-based
program?
5. What specific experiences did your mentor provide that better prepared you for the
classroom?
Interview Questions #3
1. Reflect back to the onset of the program, how you developed during the program and
the overall qualifications necessary for teacher certification. How has the program
prepared you for the teaching profession?
2. Reflecting back on all of the field-based experiences. Describe in detail experiences
that were provided by the mentors, which prepared you for the classroom. What as
that “Ah Haa!” moment that made you realize that yes, I am ready for the classroom.
3. Given what you have experienced as field-based participants, how do you understand
their role as educators?
4. What did you find to be the strengths and weaknesses of the field-based teacherpreparation program or professional development school program?
5. What changes would you recommend to enhance the program?
6. Do you believe that your experience prepared you to teach as first-year teachers?
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INFORMED CONSENT LETTER FOR VOLUNTARY PARTICIPATION
1. I have read the description of the dissertation titled, Articulating the Experiences and
Perceptions of Graduates from an Inner City Field-based Teacher Preparation
Program (INC/FBTP) and understand what will happen in the research project.
2. I understand that the primary purpose of this research is to explore and interpret the
experiences of graduates from an inner-city field-based teacher- preparation program
to determine how they feel about the preparation program and, additionally, to
investigate whether graduates viewed themselves as well prepared for the teaching
profession because of participation in a field-based teacher-preparation program.
3. I understand that I may ask questions about the dissertation or my participation in it at
any time, to the researcher, her dissertation chair, or the Illinois State University
Research and Sponsored Programs Office at any time:
Cynthia L.
Thompson
tkf1992@yahoo.com

Research Ethics and
Compliance Office
309-438-8451

4. I understand that whatever information I provide will be kept confidential.
5. Cynthia L. Thompson have my permission to use the information gathered from the
taped interviews and notes with the understanding that they will not reveal my name
or other identifying information in any publications or reports.
6. I volunteer to participate in this research and understand that the interview will be
tape-recorded to facilitate analysis of the data.
7. I will be interviewed by Cynthia L. Thompson using a structured and semi structured
format consisting of three interviews.
8. I have the right to review material prior to the final oral exam or other publication.
9. I understand that results from this survey will be included in Cynthia L. Thompsons’
doctoral dissertation and may also be included in manuscripts submitted to
professional journals for publication, and conferences.
10. I understand that because of the small number of participants', approximately six,
there is a small risk that I may be identified as a participant of this study.
11. I am willing to participate and I am (18 years old or older by December 1, 2013).
(For legal reasons, all participants' must be 18 years old or older.)
_________________________ _________________
Signature of Participant
email
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__________________
Phone

